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A pilot project, the Bexley Coordinated Freshman Program, was implemented in an
undergraduate dorm at MIT in response to concerns about the undergraduate experience. The
well-documented concerns were: low self-esteem (dropping precipitously during the freshman
year), alienation and isolation, and intolerance of diversity and difference. The program
effectively impacted the entire target audience in the areas of all three concerns by building
inclusive, competent community. Students came to take care of one another, to value their own
ability to make a diffeerence through programmatic activities which focussed on the academic
mission. In the process of providing needed academic resources, we built relationships, created
opportunities for contribution, and fostered inclusivity. Part I of this paper describes the
project: the concerns to which we were responding, the theory behind the intervention of
building community, the story of what happened, and analysis of the results. Part II is a set of
specific recommendations resulting from our work, regarding replication of the program and
improvements to the existing freshman advising and graduate resident systems.
Thesis Advisor: Mel King, Adjunct Professor of Urban Studies and Planning
Thesis Reader: Don Sch6n, Professor of Urban Studies and Education
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PROLOGUE: VISION AND MISSION
The Vision
Our vision for MIT is of a gathering of individuals whose solid self-esteem is based on
knowledge of themselves as valued contributors to a world of meaningful action. A place in
which honor and respect for all peoples is visible and pervasive. An experience through which
individualism comes to be balanced with consciousness of and commitments to other human
beings. A community in which identity is based on thoughtful, kind, and constructive behavior.
Graduates who are able and willing to think both critically and creatively about a changing
world. An institution which perceives and pursues a mission of bringing out the best in its
students and which, to the best of its ability, enables each of them to find their own place of
honor.
REVISED MISSION STATEMENT
The mission of this project is to actualize the vision by institutionalizing attention to, respect
for, and discourse about human needs, community needs, and social responsibility. In order to
address our commitment to building a just and respectful community, we seek to build awareness
of and sensitivity to diversity and difference. This must be done by thinking critically about
what is humane, what is dehumanizing, what is respectful, what is ethnocentric, what is
unreasonable, what is growth-promoting. Specifically, we will attempt build community
within our living group, using specific programmatic techniques and job descriptions focussed on
building relationships, providing opportunities for contribution, and fostering both inclusivity
and discourse.
Observations of the MIT context indicate that the expected individualistic success is largely
unavailable, and no other sources of self-esteem are readily available. In the absence of clear
success, in order to feel good about themselves, students may attempt to be just like a certain
favored group (conformity), to be different from everyone (differentiation), or to meet an ideal
task. Among college students, the need to differentiate and gain individual self-esteem often
leads to unproductive and even destructive behavior, including hostility directed at people
who are "different" or people who are convenient scapegoats. Neither destructive
differentiation nor selfless conformism are inevitable. The need for self-esteem can be met in
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other ways. Community can meet this need by providing a situation in which identities can be
founded on contribution and compassion rather than conformity, deviance, fashion, or
machismo.
As a member of a community, each individual finds himself both valued and valuable. He
contributes to the constructive action of the group, whether that action is completing a task,
listening to one another and teaching each other, organizing an event, or being compassionate
and supportive when someone is upset. In addition, the community provides a context in which
each individual is listened to, a place that is "safe" (after some work and time together) to
talk about things which cannot easily be talked about in other contexts. The more the members
help one another, the more valuable the community becomes to its members and the more
valuable each member feels. This is a source of self-esteem separate from competitive
individualistic strivings. Such self-esteem is based on helping other people, and experiencing
oneself as part of something, in contrast to succeeding in isolation at competitive win/lose tasks.
In a community, in which members know on another and are known by one another, in which
caring is valued, caring and attention multiply. The isolation and alienation which result from
an overly individualistic context become less common in a context of involvement, participation,
and caring. The "activation energy" goes down - people find themselves more able to ask for
help, and sometimes find that they don't have to ask.
Community is a context which can "hold" people of different ages, different capacities, people
of different levels of security and need. Within communities there is a role for everyone.
Community-members do not "graduate" - they stay around to teach and to learn from the
challenges of incoming members. Communities are able to respond to the cycles of exhilaration
and disappointment by calling on their own history, tradition, and human resource.
Communities which are healthy foster inclusion and discourse. These communities are able to
face the diverse backgrounds and needs of their members and challenge their own ability to
tolerate difference. Developing communities inevitably move toward greater inclusivity,
greater respect for different ways of knowing and being, and develop greater capacities as a
result of incorporating diverse ways of seeing and responding.
We see that MIT has a responsibility to provide an adequate environment, in which self-
esteem is available; in which denial, apathy, and withdrawal (alienation) are not the
sanctioned forms of coping; and in which community-members are both challenged to and
supported in moving beyond racist, sexist, and classist programming. We see community as the
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human context which is missing from MIT. Our society's individualism, combined with a
defeatingly competitive environment, predictably gives rise to faltering self-esteem,
alienation/isolation, and the expression of hostility and intolerance toward one another. By
revaluing community and working to build the lives of students into community, we see that MIT
as an environment and as a social institution could meet its human responsibilities. We have
specific recommendations about how community can be built. These range from the design of a
framework for community-building programs to revamped job-descriptions, training, and
approaches for existing staff.
The Bexley Coordinated Freshman Program/Project Proteus
one crucial function of culture is to make continued self-esteem
possible. Its task, in other words, is to provide the individual
with the conviction that he is an object of primary value in a
world of meaningful action.'
The Bexley Coordinated Freshman Program is the pilot implementation of a program which
aims to address specific concerns in the undergraduate' experience by building community in the
residential environment. These concerns, which have been widely documented and
acknowledged, are: a precipitous drop in self-esteem during the first year; severe isolation and
alienation; and continual demonstrations of intolerance and hostility on campus.
Project Proteus was the name of my original proposal for a new "intervention" to be undertaken
by MIT in order to address its responsibility for the three concerns. The program was expanded
by the ideas of Bill Orme-Johnson, Housemaster of Bexley Hall, and by the subsequent design of
the pilot project, The Bexley Coordinated Freshman Program, which was designed and
implemented by a staff team at Bexley Hall. The pilot project took place in this one dormitory
for the duration of the 1990-91 academic year. It has a primary target audience of 24 freshmen
and a staff of 34 graduate residents, upperclassmen, and the housemasters.
The program is designed to build community in the undergraduate dormitory. The specific
program components are academic tutoring, academic advising, and support via weekly "mutual
I Ernest Becker, The Birth and Death of Meaning. 1%2, pp. 78-79.
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aid" 2 small discussion groups. These resources are available elsewhere at the Institute. In the
past, these resources had been offered within the dormitory community on an implicit basis, but
the new program makes them available explicitly to all members of the community. By
franchising out the formal services from the Institute and offering them explicitly in the
dormitory setting, we can build community by building non-social (or super-social)
relationships. 3 In addition, upperclassmen have undertaken direct community-building
activities, such as reconstituting an "open door" tradition and consciously introducing the
freshmen to one another and to other upperclassmen. The program elicited commitments from
elder community members to pay attention not only to the newly arrived freshmen, but also to
the community in general. Upperclassmen experience themselves as valuable contributors to a
context of meaningful action.4 Freshmen experience themselves part of caring, available, and
diverse community.
Freshmen form at least three close relationships with elders within the community: tutor(s),
advisor, and graduate resident/group facilitator. We have also worked to encourage the
freshmen to be an inclusive community among themselves. These relationships can alleviate
alienation and isolation among these freshmen. Through these relationships and through the
discussion groups, we have provided freshmen with close experiences in contexts of diversity in
order to provide motivation to challenge and change assumptions they may have had about
other people and groups.
2 Mutual aid refers to the type of support/discussion group in which members assist each other
and learn from each other, as opposed to those in which the group leader dispenses advice. A
major characteristic of the mutual aid group is that it provides excellent reality testing. For
example: Many MIT freshmen feel that they are doing very poorly compared to their friends, or
compared to their own absolute expectations. In the discussion groups, they hear others
expressing the same perceptions. They can provide genuine understanding for each other, since
they are all suffering the same blows to self-concept. They help each other to reconfigure their
self-expectations. Mutual aid is conceptualized by Lawrence Shulman, Professor of Groupwork,
Boston University School of Social Work.
3 For some MIT students, social events are a threat. Therefore we seek to create connections in non-
social settings. In addition, many students do not take the time for social events. By building
community through the provision of academic resources, we reach the people who would not take
time for social events. However, we hypothesize that attendance at social events will rise as a result
of community-building efforts.
4 My interpretation of Becker, on the means by which culture (I interpret society/community as the
living daily culture) fulfills its crucial function: "to make continued self-esteem possible." In The
Birth and Death of Meaning, 1962.
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The chart below diagrams the program components and their purposes:
GOAL
building community
STRATEGY
build individual relationships build inclusi:
tutoring
Tutoring becoes more accessible (physically and
psychologically). Users can anticipate a familiar
face willing to help right downstairs.
Builds relationships between tutors and tutees.
--------------
advising
Only 2 advisees per associate advisor and residential
proximity increases quantity andquality of contact, due
to increased accessibility. A.A.s have time/energy to
build relship, so are more attentive and eventually more
approachable. If there is a crisis, a relationship has been
built, increasing likelihood of trusting contact in
resolution attempts.
Every frosh has a mentor/advocate/big brother right in
the house.
dsunmion groups
Provide more effective support for students since
students don't have to self-select into stigmatized activity
in order to get support and attention. Don't have togo
get help - it's right there every week.
Builds friendships/peer network between students. Also
assists graduate residents in getting to know freshmen.
STRATEGY
ve community: involvement and contribution
"feeling part of it, like I belong"
and
"taking care of each other"
discussion groups
Build a stable group which
empowers students to take care of
each other.
Create a safe forum for raising
awareness and sensitivity around
issues of diversity and difference.
(An ongoing forum!)
[Upperclassmen have acknowledged
that this is a valuable
community-building activity: they
want to come to freshmen groups
next year.]
cultivate friendships with freshmen,
include freshmen socially
OUTCOME Students experience a more humane, caring environment. Students are empowered to create
that environment for their fellows and for younger incoming students.
Necessary services are more accessible, decreasing activation energy required to obtain help.
community-building
(upperclassmen, GRs)
Introduce freshmen to one another,
community-building
(upperclassmen, GRs)
Upperclassmen have commitment to
paying attention to freshmen and to
one another. Take responsibility for
"creating the community:"
introducing ourselves and each
other, open doors, being available
and trustworthy as people to talk to,
taking responsibility for more social
events.
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OPERATIONAL DESCRIPTIONS
Tutoring
Joost Bonsen, a senior and now 5-year Bexley resident, recruits, schedules, and supervises
upperclassmen tutors in all of the freshmen courses. Each week he distributes a tutoring
schedule which lists "office hours" in all courses, special problem set review sessions and the
names and phone numbers of all the tutors, which include students who tutor by appointment.
Tutoring is available by appointment in Japanese, French, Spanish, Writing, Economics, and
Biology, as well as in the science and engineering courses. Upperclassmen are welcome to use
the tutoring. Tutoring happens in a new tutoring room in the basement, in tutors' rooms, and in
the rooms of the tutoring users. The tutors provide Joost with an accounting of how their time
was used and by how many people. Tutors are paid the same hourly rate as EXCEL tutors and
tutors provided by the academic departments.
The tutoring program has been flexible and responsive to users' needs. For example, the physics
(8.01) tutor in the first term recognized that the freshmen were having a hard time presenting
their work to respond appropriately to the professors' expectations. She prepared and taught
structured problem-set and quiz reviews. These received high attendance and great popular
acclaim. In addition, several "study partnerings" were arranged toward the end of the first
term to respond to some students revelation of their need for "some help with the discipline
thing."
Tutoring usage has been consistent, although cyclical, with a move away from office hours and
toward hours by-appointment. The freshmen have gotten to know the tutors and now "just go" to
them when they have a problem, rather than waiting for office hours. The usage cycles are due
to the cyclical nature of the workload. Freshmen who transferred into the dorm second term are
also using the tutoring system. The ratio of tutoring hours paid to hours used has moved toward
1:1 as the number of office hours have decreased and some tutors have refused to charge for
unattended hours.
Advising
All of the freshman have the Bexley Housemaster, Bill Orme-Johnson, Professor of Chemistry,
as their faculty advisor. Thirteen upperclassmen serve as associate advisors, each advising one
to three freshmen. The associate advisors have signatory powers. The faculty advisor meets
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with each freshman at least twice per term for academic purposes. He approves their
registration plans and consults with them at mid-term on their performance and plans. The
associate advisors attempt to build friendships with their advisees. During the second term,
the associate advisors were requested to actually sit down with each of their advisees at least
once a week, preferably over a meal. This was to attempt to increase the attention of freshmen
to their performance and to increase the amount of contact between advisors and advisees in a
way that both could predict, so that neither one would feel he was "bothering" the other. This
plan did not work because the culture of interaction had already been established and neither
advisors nor freshmen were willing to rewrite the job description. However, we recommend
trying this technique from the beginning in the future. (More detail on this proposal is
provided in the chapter which discusses recommended adjustments to the freshman advising
system.)
The associate advisors may introduce shy freshmen to tutors and to inform tutors of freshmen
who indicate that they would like to be called and reminded of tutoring sessions. In addition,
the associate advisors may set up "study partnerings" and study groups, of which the freshmen
are somewhat shy, but which can be beneficial to their performance. The associate advising
system was a key way for freshmen to get to know upperclassmen. Tutoring was another
mechanism to do the same thing, but not all freshmen need to use the tutoring, so it does not
provide that link for everyone. Since all freshmen have associate advisors here, every one has
a connection with an upperclassman. Another longtime Bexley resident, Tim Tuttle, coordinates
the associate advising system.
Discussion Groups
Four freshmen discussion groups and three upperclassman discussion groups meet once weekly.
They are facilitated by the housemasters, the graduate residents, and one of the adjunct
graduate residents, myself. Participation is encouraged by peers and the group leader. During
the meeting, the group leader acts as a "facilitator" whose job is to enable the group to engage
in constructive explorations. The primary and explicit purpose is to discuss issues of concern to
the students in the group. These included discussions ranging from "working too much and not
sleeping, lecturers who are completely confusing, etc." and "general issues about how tests are
hard, recitation teachers don't care about students' grades or can't teach" to "holidays,
families, difficulties of getting free of your family, whether we like our family" and "AIDS,
homosexuality, gay communities." The knowledge, experience, and empathy of all members of
the group is sought and valued to help each other think about and deal with problems and
issues. The facilitator works to build a sense of "safety" and an atmosphere of
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"experimentation." For example, a facilitator reports: "We talked about computers for a
while, then one member started to talk about family stuff (keyed somehow by financial aid
issues); it was 'open' talk on his part and the other members and I listened well."
...It may seem odd to refer to community as a laboratory. [But let us redefine
laboratory] as a place designed to be safe for experiments. We need such a
place, because when we experiment we are trying out - testing - new ways of
doing things. So it is in community: it is a safe place to experiment with new
types of behavior. When offered the opportunity of such a safe place, most
people will naturally begin to experiment more deeply than ever before with
love and trust. They drop their customary defenses and threatened postures,
the barriers of distrust, fear, resentment, and prejudice. They experiment with
disarming themselves. They experiment with peace - peace within themselves
and within the group. And they discover that the experiment works.5
Each group functions slightly differently. Some choose a topic for their next meeting in
advance. Some meet during IAP and on holidays. Such variations set these meetings apart
from academic contexts in important ways. The members, by setting their own agenda and rules,
gain a sense of ownership over themselves as a group and over the process of which they are a
part. The individual members of the group are empowered by the experience of ownership over
the discussions and by their ability to help one another. The goal is to create a "mutual aid"
support group, so the group leader is focussed on stimulating interaction among the participants
and enabling them to express themselves.
Purposes of the discussion groups, in order of priority:
1. To build community among students, empowering them to "take care of each other." To
build a small-scale community in which members experience themselves to be valuable
contributors: As such, students provide one another mutual-aid and reality testing. "I
found out other people are doing badly too." "I got to know my two best friends in
discussion group."
2. To provide a stable, ongoing experience in which it becomes safe to share difficult
experiences and to let down barriers. In the context of a stable, ongoing group, students
will be stimulated to open themselves to questions about tolerance, to question
assumptions, and gain awareness of and sensitivity to issues of diversity. "Everybody
wants to hear all about [my home town] and we love to hear Mark talk about his little
island..."
3. To assist graduate residents and housemasters in their job of building individual
relationships with undergraduates so that elders will become approachable peers.
5 Scott Peck, from "The True Meaning of Community," from The Different Drum: Community-
Making and Peace, pp. 59-73.
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"I'm glad I know my discussion group leader. I don't think I would have dared to talk to
him if he was just another Bexley resident."
Attendance at discussion groups has been cyclical, in the opposite cycle of tutoring (i.e. tutoring
usage rises around mid-terms, discussion group attendance falls), but overall has been stable.
One graduate resident has experienced consistent increase, particularly when he compares the
second term to the first term. His group now goes grocery shopping at seven, puts their groceries
away, and then reconvenes to munch and talk for a couple of hours. Another graduate resident
recalls that his group really gravitated back together around the time of the war. This
indicates that the group, although not attended with perfect consistency, did present an
important (and otherwise unavailable) resource that was used when the need arose. Some
students complained that their groups did not meet during IAP.
The upperclassmen groups in particular seem to be serving an unmet and unstated need -
although it is difficult to gauge if the participants represent the entire need or only the part of
it able to self-select into such an activity. All upperclassmen were invited to participate in
groups via a personalized letter under their doors. About fifteen upperclassmen signed up, most
of them from the "invisible" (non-participatory) population. At least three members of
upperclassman discussion groups were observed to become much more participatory in the
community, seemingly an outcome of their participation in a discussion groups. In discussion
groups, upperclassmen met other upperclassmen they did not know and new friendships were
formed. Also, it seems that participation in a discussion group enabled some upperclassmen to
begin to feel "part of" the dorm - to feel that they belonged and were welcome to participate.
At the house meeting which was called in March to decide the future of the program, the house
upperclassmen who had not been in groups demanded to be included in the freshmen groups next
year, acknowledging the freshmen groups for their role in the community. Freshmen agreed,
with the exception that there be one "freshman-only" group.
Community-building
The adjunct graduate residents have made explicit commitments to doing community-building in
their role as upperclassmen community-members. This involves: aggressively introducing the
freshmen to one another, leaving our doors open whenever we are home, working to get to know
all of the freshmen and then really "being there" for freshmen whenever they come by, having
more ad-hoc events (such as weekly Star Trek screenings) to augment the graduate residents'
and housemasters' compulsory "food events," including freshmen in our own social lives,
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inviting and then taking them grocery shopping when we go, going to movies and going skating
with them, etc. The purpose of these efforts is twofold, again in order of priority:
1. to build community by enabling freshmen to build inclusive, learningful, respectful, and
close relationships among themselves, so that they will take care of each other
2. to build relationships between adjunct graduate residents and freshmen so that elder
residents will be seen by the freshmen as approachable peers
The measures we have to gauge the results of community-building are observations of high
levels of participation in events, willingness to contribute to community events, and a sense of
responsibility for our effects on our environment (exhibited via spontaneous cleaning up after
events and attention to recycling). In addition, surveys which sought information about
relationships in the dorm yielded the information that freshmen feel that they know their
own group well and "many" others in the dorm. The freshmen also indicated a high level of
comfort "calling on" elder and peer members of the community.
Guide to the Thesis
This thesis contains two parts. In Part I: Building Community, I tell you the why, what, how
and what happened: the concerns we were responding to, the idea behind the "intervention,"
the story of what happened, and an analysis of the results. In Part II: Recommendations, I set
out specific recommendations regarding replication of our program and regarding improvements
to existing systems, namely the graduate resident/tutor system and the freshman advising
system. If you are interested in working with freshmen, with MIT undergraduates, with
residential environments, with building community, then what we have learned may be
valuable to your work or thinking.
N.B.1.: It is important to understand that the thought and insight in this work refers solely to
the undergraduate experience at MIT. Graduate experience shares many of the problems, but
has many of its own. The analysis and theories below should not be applied to MIT students as
a whole. The word "student" herein refers to the undergraduate student. When reference is
made to graduate students, that phrase will be used complete.
N.B.2.: Both male and female students are represented in and referred to in this document. As a
simple mechanism to mask their identity, I have used the male pronoun exclusively.
N.B.3.: My use of the word "frosh" should not be taken to convey a superior or derogatory
attitude. Since I feel great affection for our freshmen, I refer to them fondly and informally.
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CAST OF CHARACTERS
The core staff are referred to in this document
such references:
Bill Orme-Johnson
Carol Orme-Johnson
Joost Bonsen
Todd Curtis
Fred Martin
Dan Nussbaum
Mimi Starr
Tim Tuttle
Michelle Williams
by their first names, here is the key to decoding
Bexley Housemaster (third year here)
Professor of Chemistry
Bexley Housemaster
Tutoring Coordinator
fifth year Bexley resident
Bexley Graduate Resident (third year here)
Bexley Graduate Resident (third year here)
Bexley Graduate Resident (eleventh year here)
Discussion Group Coordinator, Ombudsman, PR
fifth year Bexley resident
Advising Coordinator
fifth year Bexley resident
Bexley Graduate Resident (third year here)
PART I
BUILDING COMMUNITY
The Concerns
INTRODUCTION
In the first chapter of this section, I present evidence and argument regarding the concerns to
which we were responding with this project. The second chapter presents the idea of
community. The third chapter tells the story of the operation of the pilot project. The fourth
chapter analyzes the results of the project in terms of the criteria and goals of building
community.
1. THE CONCERNS
This section is modelled on the problem statement in the original proposal for Project Proteus,
but has been edited and augmented to include subsequent research.
A careful examination of the MIT undergraduate experience has led us to the identification of
three interrelated concerns. These concerns, which are not effectively addressed by existing
MIT programs and approaches are framed as follows:
1. low self-esteem (dropping precipitously early in the freshman year)
2. alienation and isolation
3. demonstrations of intolerance of and hostility toward different others
The natures of these three problems are intimately interwoven. It is impossible to speak of the
consequences and details of one without addressing the others. This is important because the
response, building community, addresses all three. Alienation and isolation cause self-esteem
to founder, by removing its previous sources. Alienation also prevents self-esteem from
developing by separating the sufferer from encounter with new sources of validation. Low self-
esteem curtails the ability to be open, forgiving, and compassionate toward oneself and others.
The lack of self esteem may result in hostile behavior towards others as well as destructive
behavior directed at the self. The search for self-esteem may lead to aggressive expressions of
intolerance in order to solidify and express group identity. Group identity often includes
elements of dogmatic intolerance, the expression of which both hurts others and isolates people
in the exclusive (excluding) environment of the identity group.
In this chapter, I draw extensively on Benson Snyder's 1971 study of MIT undergraduates.
Snyder's condemnation of the academic environment is not presented here as a call for curricular
reform. This study is valuable to me for its testimony of the effects of MIT's environment on its
students. I present Snyder's work as proof of the seriousness and pervasiveness of the three
concerns I have put forth.
1.1. The Academic Environment
Benson Snyder, a psychiatrist and educational consultant, studied an entire class of M.I.T
students for the duration of their undergraduate careers. The resulting book, The Hidden
The Concerns
Curriculum (1971), which also draws on Snyder's research at universities all over the world,
describes the nature and impact of an educational "hidden curriculum." At MIT, the hidden
curriculum is the list of hurdles which must be jumped in order to "succeed" - graduate. On the
first day of a class, students peruse the syllabus and the professor's introduction, sifting for the
"requirements." They find them: three tests, each twenty-percent of the grade plus weekly
homework which accounts for the remaining forty percent (thus in this class the homework
must be done), no final exam (so no cumulative knowledge is required but each of the tests is
more critical), there are no points for participation in recitation (so attending recitation is
expendable). Note that the hidden curriculum is the same set of parameters (numbers of tests,
grading formula, necessity of problem sets and recitations) regardless of the class. The hidden
curriculum does not contain any imperatives about learning - any method of learning or qualifier
such as depth or breadth. It does not say, "be able to state the main ideas of the course simply
and concretely, with examples showing how they are applicable to practical uses." In Snyder's
words, "students translate 'understanding' physics or English literature or sociology into
mastering a set of tasks which may or may not have much to do with learning, or even
knowledge."'
The focus of the hidden curriculum is, necessarily, what can be left undone. This is called
"selective negligence." It is in fact impossible for a freshman to do all of the work in all of his
courses (reading, problem sets, studying, attending classes). In order to survive, he must
accurately discover what can be neglected. Selective negligence also applies to the curriculum
as a whole. Eight "humanities" subjects are required of all students for a bachelor's degree. In
the context of a demanding curriculum, these are the subjects which are the least important, a
low grade here or poor understanding will not undermine the conceptual capacity of an engineer,
whereas negligence in the courses required by his department could stop him cold (most
engineering departments require that majors do better than a C in certain courses). In addition,
students feel the need to apply selective negligence to their lifestyles, eliminating extra-
curricular involvements, athletics, or social events, all of which are perceived by students as
dangerous distractions, threatening to their very survival. Snyder comments on the
developmental timing of such "selection" decisions:
High grades often conflict with some of the student's legitimate strivings in
late adolescence and early adulthood; they inhibit and constrain his ability to
explore and be open to new encounters. Most universities and faculties want
their students to be able to have a variety of encounters, to learn from taking
intellectual risks, but the process by which they educate their students often
6 Benson Snyder, The Hidden Curriculum, p. 6.
The Concerns
creates circumstances which are destructive for many and inhibit any approach
other than gamesmanship. 7
The effect of the academic situation at MIT is described by a freshman in this way,
I was taking the classes in order to learn the material and didn't much care how
this showed in grades, as long as I got credit. My friction with the [professors]
came when it seemed [they] wanted me to perceive my performance and my
value in terms not of what I.. .understood, but of what they thought I
understood.
...What bugs me is that they expect me to accept their judgement without
qualification and, even worse, that so many students do put their grades ahead
of their own judgement in forming their conceptions of their capability; even to
the exclusion of other criteria. Grades become almost the only factor in their
self-images. People start crying in the middle of a quiz when it appears they
will score a low percentage. The grade is a bummer, but one should have some
perspective.
Perhaps part of the reason why people view themselves so much in terms of
their grades is that grades are almost the only feedback most people get on any
aspect of themselves. We get grades and problem sets etc. multiple times each
week, but how often do we hear anything about anything else? Most people
seem to shy heavily away from making comments that imply positive or
negative valuations; there are too many ways in which this is a risky thing to
do, and so people don't express opinions about each others' merits except in the
case of a teacher's issuing grades.8
Officially, the Freshman Year is graded "pass/no-
credit." The obsession described by this student is
not supposed to exist. These students know that their grades will not appear
on their records or even be seen by their parents, yet they become extremely agitated about
them - because they have no other way of evaluating themselves. And when they do evaluate
7 Hidden Curriculum, p. 113.
8 The italicized quotes throughout this section are from conversations with undergraduate students,
who will not be identified, but who did agree to be quoted.
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themselves in this way, these one-thousand high school aces, at least five hundred of them
will come up far short. The academic intimidation which affects many students next begins to
damage the quality of their performance.
[The other students in this class, who were mostly sophomoresJ were
completely limp. In a class of like ninety people, I was three times as vocal as
all the rest put together. I took the class for a whole term, and the teachers
were almost begging for responses to their questions, but when I held back to
give other people a chance, there was silence. At least there is some nervous
energy in [the recitation of another class I am taking which is mostly
freshmen], if nothing else people at least whisper to each other about
inconsequentials in the lecture, although they don't seem much more inclined
than the sophomores were to speak up in class. Perhaps the school hasn't
squashed them completely yet.
I find this description fascinating in light of the great love of intellectual endeavor which I
have observed among MIT students, particularly among newly-arrived freshmen. Many "free-
time" conversations among students are about scientific principles and technical challenges. I
venture that the separation of this enthusiasm from the academic settings during the first two
years ("squashing") is due to feelings of inferiority and lack of confidence among students, both
of which are completely unnecessary and erroneous.
There are no reality-checks. Students have no reliable resources through which to get
perspective on their performance. Some freshmen who are passing everything feel as badly
about their performance as freshmen who are failing everything. The ones who do get As
rarely acknowledge themselves - like the rest, they've always gotten As and they have no
idea of the significance of an A at MIT. One extremely hardworking student responded to my
congratulations for his A in a first term class, "is that good?" Another freshman who was
failing one course immediately slotted himself into the "5% of admitted MIT students who
don't make it through" and gave up. He had no idea that 60% of his comrades had failed one
or more of their first exams. We were hard pressed to communicate to him that there was no
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cause to give up - that he was well within the "normal" performance range. A 11
freshmen expect to excel and no "translator" is
provided between their previous expectations and
what is reasonable, even "good" for MIT.
Snyder describes the approach of one of the students he studied, alluding to the broad effects of
the academic environment:
He had an extraordinary need to know, to master, to get ahead by anticipating
and controlling his immediate environment. This was how he avoided failure.
His personal life style had prepared him well for learning the facts necessary
to handle the hidden curriculum. He did not date, since "women might tie you
down on weekends when you have to study."9
A tragic and ironic point which the preceding excerpt brings up is the vision of an
"extraordinary" student whose work is described as "avoiding failure." MIT does not award
diplomas with honors. Here, students do not strive for excellence, but for "survival." Whether
or not this is the case according to the principles and perceptions of the formal curriculum, it is
nevertheless the prevailing attitude of students as they struggle to master the hidden
curriculum. Snyder's analysis could have been written this year. Regardless of the number of
experimental and alternative programs which have been introduced into the formal curriculum
since his book, the presence and reality of the hidden curriculum and its demands remain
unchanged. Students of all levels, including those in no danger of failing, speak of their
performance in "survival" language.
In a recent intensive workshop on educational computing at MIT, I was struck by the language
that we (current and recent undergraduates here) used to describe the experience of the
freshman courses: "They [the professors] feed you all this material...You ingest it...You go
home and digest it...You regurgitate it on the test...The professors of these courses are under
pressure from the professors of higher level courses, the eventual consumers, who complain
9 Hidden Curriculum, p. 40.
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about the quality of students." We joked that the freshman courses are really 'fattening up' the
'livestock' for 'the kill' in the higher level courses. But when we spoke of experiences of "real
learning" the same individuals who had used the words highlighted above, described
experiences in a dramatically different way:
When I did the Cavendish experiment it was magical, it was like being
inducted into the history of science, I really felt like I was a part of science for
the first time - it was like a religious experience...
When my research supervisor examined my data, he could see the patterns - it's
really an art to be able to do that...
We were trying to do the scene in Hamlet where Hamlet refrains from killing
the praying king and the teacher had four big guys hold me back while I tried
to do the speech - it made such a difference, it was like I could really feel what
it was about - it totally changed my understanding of the speech and of acting.
In the workshop we explored the gulf between true learning and what occurs in the freshman
courses. We noted the significant loss of intellectual passion which typifies many
freshmen, who arrive impatient and excited about
physics and math and who soon, humbled and
degraded, make a hasty and severe intellectual
retreat. I offer these observations here to demonstrate the current pertinence of Snyder's
work and to indicate that it is neither abstract nor irrelevant to daily MIT experience, but in
fact is an explicit part of students' experience about which they are articulate and thoughtful
and aware:
This place really chews on your academic confidence.
The impact of the loss of passion and confidence on the subsequent performance of scientists and
engineers should not be underplayed.
The most important motive for work in the school and in life is the pleasure in
work, pleasure in its result, and the knowledge of the value of the result to the
community. In the awakening and strengthening of these psychological forces
in the young man, I see the most important task given by the school. Such a
psychological foundation alone leads to a joyous desire for the highest
possessions of men, knowledge and artist-like workmanship.
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...The school should always have as its aim that the young man leave it as a
harmonious personality, not as a specialist...even for technical schools, whose
students will devote themselves to a quite definite profession. The
development of general ability for independent thinking and judgment should
always be placed foremost, not the acquisition of special knowledge...The
demands of life are much too manifold to let such a specialized training in
school appear possible. Apart from that, it seems to me, moreover,
objectionable to treat the individual like a dead tool...
- Albert Einstein on education 0
1.2. The losing battle for self-esteem
I have found that a hidden curriculum determines, to a significant degree, what
becomes the basis for all participants' sense of worth and self-esteem. It is this
hidden curriculum, more than the formal curriculum, that influences the
adaptation of students and faculty. 1
Yet the hidden curriculum receives no analysis and benefits from no planning. It cannot be
addressed or challenged. While the formal curriculum is subject to constant scrutiny and
redesign, the hidden curriculum is manipulated indirectly and second-hand. Students must, in
fact, guard against the rhetoric of the formal curriculum:
I observed the professor in one class beginning the term by explaining that the
students were expected to be creative and involved; in short, they were to be
engaged. They would have the opportunity to take intellectual risks, to make
mistakes. When I talked with the students in the class I discovered that many
were quite surprised by his introductory statement; a few were puzzled and
suspicious, others enthusiastic.
Five weeks later the first quiz was given. The students found that they were
asked to return a large amount of information that they could only have
mastered by memorization...In spite of the professor's opening pronouncements,
the hidden but required task was not to be imaginative or creative but to play a
specific, tightly circumscribed academic game.12
Snyder goes on to say that grades remain the primary source of self-esteem regardless of the
attempts of the formal curriculum to downplay their importance. At best, they can only be
downplayed in the short term. Students know that "grades are everything" in the long term -
graduate school, fellowships, professorial connections, teaching assistantships or research
10 From an address at Albany, N.Y., on the occasion of the celebration of the tercentenary of higher
education in America, October 15, 1936. Published in Out of My Later Years. 1950: Philosophical
Library, NY.
11 Hidden Curriculum, pp. xii-xiii.
12 Hidden Curriculum, pp. 16-17.
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positions while in school, even getting a job (many companies request a sealed transcript from
applicants). And due to the workload, there is a constant tradeoff between grades and
intellectual curiosity. Snyder describes this tension:
Even when the student decides to court the risk, to possibly sacrifice the grade
in order to pursue some intellectual problems that interest him, he often is beset
by conflict. Many intellectual students find that their own self-esteem has
become caught between the formal and the hidden curricula. They are scornful
of the way these operate, but it has become important for them to gain the
recognition that follows from an A, or, as Malcolm Parlett's study suggests, to
avoid the loss of self-esteem resulting from a D or an F. For some, the reward
and the accompanying feeling of self-approval have replaced the excitement of
learning. One student told me, "If I wanted to work at a problem and stop and
think about it for a while, maybe even doing some independent work on it, there
just wasn't any opportunity to do this...There was very little thinking."' 3
At a 1989 colloquium entitled "How to be Different," Jeremy Wolfe, Professor of Brain and
Cognitive Sciences at MIT, explained that if pass/fail are taken at face
value, then MIT provides no valid sources for
measurement of self-worth in the freshman year,
therefore no sources for self-esteem. Sources for self-esteem can
be likened to processes of "differentiation," or "finding your niche." Grades are a source of
differentiation. The need for such a source explains why freshmen are grade-conscious even
when those grades will never appear on any grade report or transcript.
The results of failed grasps for self-esteem can be devastating. Snyder describes the experience
of a freshman:
Smith's first experience of failing a quiz occurred six weeks into his freshman
year, a not uncommon event. He could not understand what was going on in his
classes, became frightened, and then desperately tried to deny his fear.
Passing examinations with high grades [in high school] has been an indication
to him that he had "special intellectual powers" that were unbeatable. The
sudden experience of failure threatened this self-conception. [And no other
self-conception was available.] [Like most of his freshmen contemporaries,] his
sense of worth as an individual appeared to have relied to a considerable
degree on such reassurances as high grades in high school. The sudden drop in
grades [inevitable for ninety percent of MIT freshmen] undermined his self-
esteem...Since his major defense against the anxiety of defeat and failure was
avoidance [(not uncommon)], Smith could not acknowledge to himself that he
13 Hidden Curriculum, pp. 15-16.
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was anxious or scared, or even that he had failed a quiz. Avoidance and denial
were penalized in this environment. 4
Snyder goes on to analyze what was going on with this young man:
Science and engineering served as Smith's bridge to his defensive brand of
masculinity...This young man had considerable latent ability, but in technical
terms his cognitive processes were caught in a pervasive neurotic bind [the
avoidance and denial as defense against the threatening information that he
was not special]. Thinking, learning, grade-getting all assumed a special
defensive significance which appeared to cripple his ability to see, let alone
master, the tasks...A central task of the hidden curriculum in the first year,
reducing the environment into comprehensible parameters, placed too great a
burden on his defensive stance. During his sophomore year he became
academically disqualified.15
Snyder is careful to point out that Smith is an unusually troubled student. He questions the
capacity of a better environment to help in such a situation. But the fundamental statistics of
the freshman experience affect all students. The fact is that they all
expect to get As, and only ten percent of them
do. None of them have ever failed before, and
ten percent of them will. This one set of statistics should be cause for
alarm from psychologically-minded (and other) quarters. There is, after all, a vital
difference between MIT and other places - all of the freshmen are taking the same courses -
measuring themselves by the identical standard - and there is no gray area. "Partial credit"
does not comfort a student how knows he "got it wrong." Most students think of themselves
primarily in academic and intellectual terms, either because they chose to in the effort to get to
MIT, or because survival here demands such single-mindedness. The lack of varied sources of
self-esteem for all students (particularly the 90% who will not get As) may have permanent
effects on students' character and personality structure. Snyder does not suggest any particular
interventions, but he prods us to hold the university to its ultimate responsibility for the
14 Hidden Curriculum, p. 43. My italics.
15 Hidden Curriculum, p. 44.
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development of the individuals within its purview. Snyder even found that students were
aware of the effect of the university's structure:
The students spoke at length about the reward structure which they found in
college. Most of them discussed the effects it had on their developing academic
competence and how it influenced the judgments they made about their worth
as students. For a number, their worth as students became linked to their
judgment about their worth as human beings.16
He describes this effect further as he summarizes a series of interviews with students:
Listening to students, one notes how readily they link their evaluation of their
worth as individuals and their image of themselves to their experience at
school...Selective negligence, dedication to purposefulness, and setting the
inner clock by the institutional clock were all tasks of MIT's hidden
curriculum...The tasks of the hidden curriculum became crucial for these
students because mastery of these tasks came to be the criterion by which these
students judged their worth. They viewed themselves in these terms because
this is how they saw themselves regarded by their faculty. Thus the students'
self-esteem became linked to an institutional process.17
Staff may suggest that students find alternative sources of self-esteem by becoming involved in
non-academic activities. There seem to be plenty of opportunities for "communal embedding"
and sources of self esteem outside of the academic context (via extra-curricular activities, sports
teams, etc.). However, consider the following scenario: Valedictorian and straight-A student
arrives here enthusiastically and full of pride. He suffers a tremendous loss of self-esteem as
soon as he realizes that he's nothing special here based on his academic performance. This
student is not going to have the confidence to go get involved in an extra-curricular if he is
feeling worthless or at best mediocre. The perception of worthlessness and insignificance in the
first year here is a pervasive and significant issue in students' adjustment, participation, and
performance.
[People in my dorm are] intimidated by others, [and] discouraged.. .spend
enormous amount of time working by oneself... tremendously stressed, work
through weekends, [and havel no social life...get nowhere, do poorly or switch
majors [and suffer] loss of confidence...
16 Hidden Curriculum, p. 30.
17 Hidden Curriculum, pp. 59-60.
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Jay Keyser, in a speech entitled "Why you Love/Hate this Place,"18 acknowledged that one of
the most difficult aspects of the MIT experience was the battle for self-esteem, or the "right of
passage" from childhood to adulthood. A middle road must be achieved between "We assume
MIT students are adults" and the facts of the battle with self-esteem, the rite of passage. If
students do not experience themselves as
valuable, their self-esteem is in danger and
subsequently their very ability to perform. Yes,
they must do battle for their self-esteem, but winning the battle it must be made possible. We
must examine the environment in terms of the availability and accessibility of experiences
capable of convincing students of their value.
1.3. Alienation and isolation
MIT has a high suicide rate and a high attempted suicide rate. I am not taking on the task of
demostrating this here. I presume that those who know the numbers are sufficiently concerned
about them that they need no reminder. Publicly, MIT insists that the suicide statistic is
"normal" but this does not take into account the attempted suicide rate. Whatever the
catalytic reasons for a suicide, isolation and alienation contribute as the alienated or isolated
student will have no access to "reality checks" or contexts which can convince him of his value
to others.
MIT has a demonstrated problem with alienation among its students. One aspect is that social
skills have often been neglected by prospective MIT students in order to get here; it may be quite
difficult them to become socially embedded. The physical austerity and the impersonal
bureaucracy often combine with the effects of the hidden curriculum to produce quite severe
alienation:
The more depressed I am, the colder this place seems.
18 From the lecture series What Your Professors Know but Never Tell You In Class!, IAP 1990.
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This student went on to describe that he was referring both to emotional and physical
temperature, and I noticed that he was wearing a winter parka on a very warm day.
Oh, this place! All the hallways are dark and gray. Haven't you noticed how
dark it is in the Institute? I hate this place!
Depression, as evidenced by distorted or filtered perceptions and intense responses, is
prevalent. Such depression prevents MIT students from seeing the Institute as a source of care.
The Institute is characterized as a "masochistic" oppressor. Artifacts such as IHTFP I liate
This Fucking Elace), a popular slogan, the constant "us vs. them" attitude and interpretations of
students, and a vivid oral history of the evil Institute create a mythology and belief system
which reinforces students' own perceptions that the Institute cannot possibly be on their side.
There are a few high-level analyses of this slogan. Jay Keyser, Associate Provost, believes in
"delinquent dependency." He thinks MIT students are torn between their love and hate for MIT.
Asked why he thinks we hate (usually by an indignant student barely able to contain his
personal variation of the common litany), Keyser points to the right-or-wrong nature of the
work here, which he claims makes it difficult for people to adjust themselves to a middle range
or "gray area" - a situation for which he presumes that students blame the Institute. Snyder's
and my own research, however, suggest that students do not blame the Institute for their poor
performance, but, rather, blame themselves. We all agree, however, that the Institute's
academic processes are to blame for destroying self-concept. Why is it necessary to have a
process which is admittedly designed to demoralize the brightest students in the country? The
viewpoint that posits "freshmen need to be humbled" portrays an ignorance of the necessary
environment for productivity and creativity (Einstein, May, others).
I would go a little further and assert that it is destructive and
dehumanizing for someone who is doing their
best to be told they're wrong. Thus my conclusion is that students
are justified in their hatred and in fact the hatred is healthy as a sign that students still have
enough self-respect and sufficient social contact to unite and rail against such undeserved
dehumanization and the resulting indignity.
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Snyder asks a fascinating question: "Does the institution affect the student's choice of defenses
against anxiety, the pattern of adaptation, and if so, by what means?"19 Snyder's answer is
that the hidden curriculum, by positing the student's primary task as accurate selective
negligence, does dictate the pattern of adaptation:
By its reward structure, by the fashion in which it poses the task [of learning]
itself, obliquely or with precision, the institution appeared to sanction denial
rather than acknowledgement of anxiety as its preferred mode of response.
Where the institution has a significant, though not necessarily determining,
effect on the "acceptable" response to anxiety (or to love, or anger, or work), the
consequences of the hidden curriculum come to have a dramatic and profound
impact on the student's emotional as well as intellectual development. Some
students are able to work effectively only at the expense of their ability to
care. They come to rely on their skill in budgeting their time, their emotions,
their degree of commitment to such an extent that their sense of competence and
worth as individuals is threatened if their budget goes awry.20
Even when the factors that upset his "budget" are out of his control (such as illness, research
setbacks, or family demands) students' self-esteem and stability will suffer. Thus the
undesigned hidden curriculum shapes the judgment system and very meaning of students' lives.
Those who master the hidden curriculum have acquired a sense of worth which is based on
"playing the academic game" successfully. They have sacrificed intellectual curiosity and
enthusiasm. They have [consciously] selectively neglected the full development of their
intellect and character. They have withdrawn from the intellectual, emotional, and social
components of their lives into a utilitarian lifestyle composed of constant cost-benefit analyses
and distillations and reductions of intellectual complexity. Often they have eliminated (or
simply refuse to tolerate) ambiguity. (Ambiguous problems are seen by many MIT students as
non-problems or bad problems. "If they cannot be solved or if I do
not have the tools, they are not admissable
problems." MIT graduates are quick to criticize the problem, slow to criticize their
well-honed approach or their expectations of what a problem should be.) Those who fail to
19 Hidden Curriculum, p. 61.
" Hidden Curriculum, pp. 63-64.
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master the hidden curriculum often fail at MIT or are vanquished by their own self-doubt in
light of a reward structure which has no meaning to them. Snyder describes these effects of the
hidden curriculum:
Student responses to the dissonance between the formal curriculum and the
hidden curriculum vary from romanticism through cynicism to helplessness.
The student who becomes cynical zeroes in on the immediate means of survival
and does little serious examination of long-term goals and consequences. He
spends his energy on "psyching" the professor. The romantic holds to an
idealized view of his education and of his professors, many of whom are also
romantics. (The romantic solution for the faculty member is piecemeal reform -
the "experimental seminar." This is a temporarily more comfortable position
but is not a sound basis for long-term planning, for significant educational reform
or for significant educational experimentation.)
The student who has begun to feel helpless, unable to decipher successfully the
messages confronting him, has the most serious and dangerous response. His
self-esteem will drop, and he will have less energy available to think through
his dilemma and alter his circumstances. 21
In the case of the class described earlier in which the professor's introductory comments were
misleading, the psychological results demonstrate the significance of the development of
"survival attitudes" and their effect on intellectual energy:
The consequences for the students varied: some became cynical and said, "Okay,
if that's the way you play the academic game, if that's what he really wants,
I won't make the same mistake again. Next time I'll memorize the key points."
Some students were discouraged and simply withdrew emotionally from the
class, though they nominally remained in attendance and received satisfactory
grades. But a large group approved the quiz. They had been apprehensive
about their capacity to do original work and were relieved to find that rote
memory would suffice to get a superior grade. Students of this latter type were,
interestingly, the least likely to consult the college psychiatrist.22
But even the students who are relieved in this case, who have survived this hurdle with self-
esteem intact, are vulnerable to having their self-esteem undermined by the continuation of the
experience. Snyder, too, found depression (which results in withdrawal, alienation, and
isolation) to be prevalent at MIT and its source, not surprisingly, was threat to self-concept:
It had its origins in high expectations, sometimes beyond reach. The students'
helplessness came from the extreme gap between what they were and what
they wanted [or, based on past performance, expected themselves] to be. They
saw no immediate means to achieve their ends [but] did not seriously consider
21 Hidden Curriculum, pp. 173-4. My parentheses.
22 Hidden Curriculum, p. 17.
The Concerns
lowering their sights or re-evaluating their aims. Since one of the consequences
of depression (from whatever cause) is a reduction in the energy available to
the individual, the depressed student at MIT had a diminished capacity for
hard work; and this, in turn, cut off one of the principal means of "salvation,"
for feeling good about oneself.3
The struggle to "feel good about oneself," even to feel good enough about oneself to approach the
work, challenges a powerful, prevailing, and operational theory here at MIT:
There is the persistent belief that first-rate minds cannot be hurt by anything
the university does, nor deflected by any set of organizational conditions. Some
faculty members believe that really first-rate people show themselves despite
the constraints of the curriculum and of work overload; there are many echoes to
the assertion of one physicist that "the really great creative minds will come
through in any case.24
Snyder goes on to say that this "conviction that quality will [win] out in the face of any
discouragement" permits faculty to excuse themselves from the tedium and controversy of
curricular and institutional reform.25 Such beliefs should be relegated to permanent
obsolescence by the assertions of research and leaders in the field, like Einstein, and by a study
of what actually happens to the best and the brightest: Do the top ten percent of admitted
students all make it through? What happens to them? Recently, in pursuing my concerns about
a very bright student with an assistant dean in the Office of the Dean for Student Affairs, I
heard an easy acknowledgement of the fact that the kids who are close to genius "have a very
hard time" making it through. This recognition assumes a resignation to the fundamental
nature of the environment which blindly defeats its own purpose, 'to find the best and the
brightest and mold them into the worlds best engineers and scientists.' Even if we accept that
the attitude of MIT is, in the words of a famous physics professor, "I don't give a damn about
the students, I'm only interested in the three or four of them who will be at the top of my field
in fifteen years, the rest don't matter,"26 some of the very best kids are
23 Hidden Curriculum, pp. 107-8.
24 Hidden Curriculum, pp. 77-78. I changed this to present tense.
25 Hidden Curriculum, pp. 77-78. I changed this to present tense.
26 Anecdote from Bill Orme-johnson.
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being defeated by the system which purports to be
looking for them.
If social isolation and accompanying depression are known to inhibit performance, why does
MIT ignore these needs? The Institute requires students to be covered by health insurance. This
implies that the well-being of students' bodies affects their ability to work and, more
specifically, to excel. Students' minds and hearts, their emotional states, their confusion over
identity, place, and purpose also affect their ability to work and excel.
1.4. Social Environment
MIT students, like their contemporaries at other universities, are also dealing with the
confusion of social integration as adults, with its inevitable conflicts between conformity and
autonomy. Crises of identity and worldview contribute to emotional isolation as students find
their existing "way of knowing the world" challenged by the intellectual, political, moral, and
social richness of the university. Students do not realize that they are not alone in their
experiences. The existing system does little to help them see their commonalities:
I didn't know anybody else was going through this.. .I didn't think anybody
could understand.
A student recounts his own version of this experience:
.. think everybody has these problems, they don't want to admit it...don't
have confidence...[people are] tremendously depressed and no one to talk
to...isolation does not nurture character...
This person criticized the attempts to overcome isolation through social events as unworkable
due to the fact that people have "no time for social activities." Yet he needs the support of
human contact.
I just feel so alone. Like nobody cares.
This is an aspect of adulthood, realizing we are alone - but it is one of the most difficult aspects.
It is also an aspect of leaving home. We all came from environments of various degrees of
nurture and care. Some of us came directly from our parents' homes and daily interaction with
people who cared intimately; others from schools, which made it their business to be involved
The Concerns
and to care. We arrive suddenly in a situation where we seem much too insignificant for any
adult to actually have time or concern to sit and talk with us. For a freshman, the figures of
authority [wisdom and source of approval] seem unaware of his existence. "Name?...ID
number?...O.K." Another checkmark on a list. It turns out that many of the staff members (at
least those under the Dean for Student Affairs) do care and are available. But this is hard to
see through the blanket of intimidation and confusion of freshman year.
Coming to a new school where he must meet all new people and may be merely a number are not
the only challenges that a freshman faces. This is a major turning point in life:
When I left high school and entered college, all the goals I had were gone. I
had no idea where things fit in my life. I needed a higher sense of direction.
The environment is very confusing and at the same time you're very confused.
Obviously, this person was not aware of any mechanisms which might help him sort through
the confusion and define a new sense of direction. When I asked about this, he said:
It never occurred to me to look to MIT for help. Instead, I looked for help among
my peers. I adopted a role model.
Conversely, another student does not see peers as a resource:
I can't rely on friends here, they have as much problems as I do.
The confusion and frustration are not entirely divisible into "academic" and "personal" spheres.
The existing academic advising system is not built to address issues such as that expressed by a
second-term freshman, who says,
My mind is fragmented. I feel like I am trying to juggle a whole pile of things
with nothing to connect them. My various activities are coherent, but there is
no unifying thread through the group as a whole, and I feel like this is a serious
detriment to my efficiency in trying to do all of them at the same time. At
[high school], I was juggling more things than this, but there was a continuity
that is completely absent here.
This student did not portray an awareness of any resources which could help him get a sense of
continuity. The sense of isolation and loneliness experienced by many freshmen (and
upperclassmen) is acute. It has almost become a tradition of misery, glorified into a "trial by
fire." It is well known to the upperclassmen, who commonly tell the freshmen to "brace up."
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I'm a freshman, and because of this, many people to whom I mention
dissatisfactions I have with my life at the Tute seem to discount my
dissatisfactions as just the usual freshman syndrome. This sort of condescension
is quite offensive and certainly doesn't help any. I try not to hold it against
people because this attitude is so widespread that it is probably easy to acquire
without thinking about it. One person actually said, "Well, it's just that you're
a freshman; you'll soon stop taking it so seriously." [This person obviously]
didn't think my dissatisfactions had any root in reality at all...The fact that
many freshmen are unhappy doesn't make their feelings any less real. I have
often wondered why, if this freshman syndrome is so routine, no one has
managed to eradicate it. Instead, they often seem to dismiss it and make no
attempt to help.
A factor which both creates isolation and endangers self-esteem is the sudden experience of not
being "communally embedded." Perhaps the previous community was the family. Perhaps it
was the school, where a student's place was as the proud member of the academic top ten.
Perhaps it was their role in church, or on a sports team, or whatever. It is a severe shock to
suddenly rip away from those ties and come to a new place where he is not important to anyone,
where he has no place, and where, based on his abject mediocrity, it is not foreseeable that such
sense of place will be attained.
1.5. The Effect of Loneliness
One very important component of attempting to collect data to demonstrate the pervasiveness
of alienation and isolation is that for various substantial biological and psychological reasons,
the experience of loneliness resulting from either emotional or social isolation is so threatening
that we tend both to deny it and and to "forget" that it ever happened. According to Robert S.
Weiss, a psychiatrist at the Harvard Medical School:
Many of us severely underestimate our own past experience with loneliness and
as a result underestimate the role it has played in the lives of others. The
observation that times of loneliness are later difficult to recall has been made
by both Sullivan and Fromm-Reichmann. Sullivan believed that loneliness
was an experience so different from the ordinary that its intensity could later
not be entirely credited. He said it was "an experience which has been so
terrible that it practically baffles clear recall." Fromm-Reichmann believed
that there was active rejection of the memory of loneliness, and not simply
passive inability to recall. She believed that many of those who had once been
lonely were aware that memory of that state would be threatening to their
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current well-being. She said, "It is so frightening that they...try to dissociate
the memory of what it was like and even the fear of it."
I have occasionally asked individuals who were not at the moment lonely to
recall for me times when they had been...More than once I have been told
something like, "Yes, I suppose I was lonely. But I wasn't myself then." I think
this is a most suggestive response. It implies that...the self associated with
the absence of loneliness is a different one from the self associated with
loneliness: it is more engaged by a range of interests, more confident, more
secure, more self-satisfied...
As an implication of the foregoing we might expect that those who are not at
the moment lonely will have little empathy for those who are, even if in the
recent past they had been lonely themselves...The frequency a nd intensity
of loneliness are not only underestimated but the lonely themselves tend to be
disparaged. It seems easy to blame their loneliness on their frailties and to
accept this fault-finding as explanation.27
Thus we tell the lonely to "snap out of it." And when later on we ask them to describe "what
was so bad," they have a hard time telling us. They not only have a hard time remembering
the details, the causes and the depth and breadth of their despair, but also they may discount
the very existence of the condition. This theory was born out by my own attempts at research.
Three of my friends, who had on prior occasions freely admitted to me suicidal intentions, were
peculiarly reticent when I asked them if they could describe to me the conditions surrounding
that time. They exhibited both a lack of detailed memory about the time and a tendency to
discount the validity of their own experience.
1.6. Student Services
The pressures and the related supports built into a culture or a college may
significantly affect the choices that individuals make at significant branching
points in their life histories. If the pressures are too great (or not great enough),
if the support structure is ineffective, then the development of the individual
can come to a standstill; the energy needed for growth becomes, instead, used up
in maintaining a defensive position. Such individuals have a hard time
changing. The society which has sustained such outcomes is the loser.28
Snyder goes on to say that attempts to alleviate students' distress are short-sighted and merely
exacerbate the long-term social problems. He claims that generally the helping services focus
on helping students to adjust to their immediate environment and handle its stresses. He
expresses concern with this strategy:
27 Loneliness: The Experience of Emotional and Social Isolation, pp. 10-12.
28 Hidden Curriculum, p. 174.
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The first step in coming to understand a student's response to his educational
environment may indeed be to ask about the degree of his adjustment to a
specific stress. However, the student and the institution must at least speculate
about the long-term consequences of that adjustment to the individual student
and the reciprocal effect on the college of the student's having, at whatever
cost, fitted in. In this period of rapid social and technological change,
educators and students will increasingly need to know far more than present
about the psychological and social means by which the students "adjust." Our
survival a generation or two from now in some measure rests on our learning a
great deal more about the point at which an adjustment becomes irreversible, a
cognitive style [cynicism, apathy, withdrawal, etc.] frozen.29
But, he says, the helping services actually follow the attitude of the physics professor quoted
above, seeing students' psychological and developmental troubles as deviant or unnecessary and
looking charitably on the students with "personal problems" as opposed to recognizing all this
as normal and necessary and failing to acknowledge adequate support as a vital environmental
factor to all students at all times.
Under the circumstances of alienation and isolation and reduced self-esteem, the
assumption/expectation that people who need help will get it for themselves is totally
inappropriate. The "MIT assumes students are adults" doctrine has valuable aspects in terms of
responsibility, but doesn't really work on a personal level. In actuality, students are just
learning to be adults. They are mired in a struggle about believing in themselves in a new
environment and they are just beginning to explore issues of identity and responsibility. Some
are pushed to existential questions about themselves as men, as women, as engineers, as actors,
as Asian-Americans. They are just learning that they have to take responsibility for new
aspects of their lives such as identity, ethics, happiness, and the effects of their actions on
other people.
Help is there (Nightline, UASO academic counselors, SAS, psychiatric department of medical
center) but students must find it for themselves. Students must be the initiator if there is a
problem. Students must decide they are important
enough and their problem is serious enough to
deserve asking for attention. Also, many students don't know
where to start. Having always assumed (or been told) that such "help" is for others ("those
29 Hidden Curriculum, p. 174.
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people with problems") students ignore the offers out of fear for the stigma attached. But even
when stigma is overcome, the support is not available as it should be. The SAS cannot provide
stable long-term relationships, nor can the psychological resources at the medical center. (At
the medical center there is a ceiling of four consecutive visits, after which off-campus
arrangements must be made.) These services are focussed on short-term crisis-related help,
which is fine, except that so are all of the other existing resources, from Graduate Residents3" to
Nightline.
(N.b.: Nightline is a great approach to crisis prevention. People become comfortable calling to
find out examination dates or pizza delivery telephone numbers, and this overcomes the stigma
about calling about a "real problem." Nightline does provide a place to turn for people who are
able to acknowledge their needs and ask for help. The service has supported some people on
the time frame of an entire term. It cannot, however, provide an ongoing source of self-esteem
and it cannot address intolerance and diversity issues.)
Robert Randolph, our Associate Dean for Student Affairs and Head of Student Assistance
Services, describes the system by which Deans pay attention to students, "no one cares unless
you're very good or very bad."31 This is not a support service.
Those who have problems -studying, adjusting, growing up, etc. - are provided
with help from the counseling or psychiatric service. It is a civilized approach
to survival of the fittest, with sympathy and understanding and even a second
chance offered to those who find it difficult to cope. The students can drop out,
travel, work, pass a year or two "growing up," and then return. What is often
omitted, though, from the academic environment is a prime function of
education: the learning of how the individual can express his uniqueness and
still survive within his environment.32
In this last, I find some hope that it is possible to help this situation by improving the
environment. Perhaps, the university, purely out of self interest in order to hang on to those few
students that it really wants to keep, may be willing to refocus on its larger mission,
participating responsibly in students' learning environment, providing support to go along with
the challenge. If what students need is a stable source of self-esteem that contradicts or
subsumes the academic game and if they will respond to opportunities to express their
30 Please see the chapter on the role of Graduate Residents in Part II.
31 Meeting with Dean Randolph, 3.29.90.
32 Hidden Curriculum p. 117.
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uniqueness, how can we provide these goods? The challenge is doing so in a way that does not
compete with problem sets for students' time and energy. Any intervention that does so is
doomed.
One key choice between approaches to student services depends primarily on whether you
believe that MIT students need to adapt to the existing environment or whether you believe
that the existing environment is dehumanizing and needs to be transformed.
Integration with one's context, as distinguished from adaptation, is a
distinctively human activity. Integration results from the capacity to adapt
oneself to reality plus the critical capacity to make choices and to transform
that realty. To the extent that man loses his ability to make choices and is
subjected to the choices of others, to the extent that his decisions are no longer
his own because they result from external prescriptions, he is no longer
integrated. Rather, he has adapted. He has "adjusted."
...If man is incapable of changing reality, he adjusts himself instead.
Adaptation is behavior characteristic of the animal sphere; exhibited by man,
it is symptomatic of his dehumanization. 3
1.7. Intolerance
To return to the effects of the instability of sources of self-esteem, Snyder's analysis reinforces
my theory of the connection between the drop in self-esteem and the manner in which students
express themselves and establish their identity. He comments that "anger [is] openly
expressed and directed outward" and he finds this a contrast to other colleges. At the time of
the study, he focussed on the socially safe expression of anger in sophisticated hacks (pranks)
often directed at the Institute. Today, that anger threatens the existence of a civil community
through significant demonstrations of racial, sexual, and political intolerance. That the
university permits students to "adjust" in this way is socially irresponsible.
In the words of Associate Dean Randolph, "intolerance is rampant." Continuing defamation of
GAMIT and the Thistle and the less publicized, but no less offensive, continual expressions of
racism and sexism are not being addressed and are not lessening. Sexual harassment has been
addressed in a political and disciplinary context, but no consciousness-raising has been put in
place.
3 Freire, Education for Critical Consciousness, p. 4.
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If not addressed in a more broad-based and serious manner, the issues of racism, sexism,
sexualism, etc. may become significant problems on campus, with growing numbers of incidents
and increasing awareness and accusation of discriminatory activity.m Evidently this campus is
not alone. These problems are becoming pregnant social issues in America. Education at all
levels is beginning to see the need for playing an active role in addressing these issues. Critics,
who see universities defending the status quo, claim that in being true to their explicit missions,
universities must begin to address "consciousness raising" on racism and privilege:
Middle class white liberals who have considered themselves the bearing and
upholders of the ideals of democracy and traditions of equality must also
confront their stated ideals vis-a-vis the reality of their actual privilege-
holding status in contrast to the conditions...of both white and non-white
sectors of the population...The commitment of education to help bring about the
consciousness raising process must...reach all education consumers.35
According to a 1988 article in the New York Times, other schools are beginning to address just
these issues.
At Southern Methodist University in Dallas, a three-hour workshop that
discusses racial, ethnic, life-style and value differences is required of all new
students, said the Rev. Clarence E. Glover, the university's coordinator of
intercultural programs. "We have also trained our dorm staff in intercultural
sensitivity," Mr. Glover said, noting that problems of tolerance can arise all
year long...The workshops cannot possibly head off all potential conflicts, Mr.
Glover added. "But that's why you train the staff," he said. With the
workshops, which have been required since 1981, "you create a level of
awareness"...Mr. Glover said he had noticed racism rising among freshman
since the early 1980's.3
Here at MIT, Professor Tunney Lee, ex-Housemaster of East Campus, brought in a "conflict
resolution facilitator" to address issues of mutual respect between different ethnic groups
through small group interactions. He supports the institutionalization of such activities,
agreeing that there is both need and space for "small groups...building community...essentially
about how people learn how to live with each other."37 Lee's comment suggests that there is
more to this issue than just "eliminating intolerance." Even "civility" is an inadequate goal.
Although the university may see "demonstrations of intolerance" as the problem, another facet
34 Just a few testimonials: Louise Dunlap, "Police Single out Blacks in Demonstration," The Tech,
3.6.90. Chip Morton, "Baker Urchin Alert is dangerous," and John Abbamondi et. al., "Double
standard exists for fraternities," both The Tech 4.24.90.
35 "Cultural Pluralism Redefined," Pantoja and Blourock, p. 23.
36 "Educational Life," Constance L. Hays.
37 Meeting with Tunney Lee, 3.22.90.
The Concerns
of the university's responsibility is to provide all students with an environment that affirms
their identity. The Institute needs to help students to build a new society, one that is capable of
pluralism, capable of respect, capable of true cultural diversity.
Professor Williams of the Department of Mechanical Engineering, and the only full-time
African-American faculty in the combined Schools of Engineering and Science, puts forth a
criticism of the way "diversity" is handled at MIT and a vision of what is necessary:
The issues I summon cannot be addressed by singing "We Shall Overcome"
during one week each January, or by sustaining the patchwork responses of the
past decade...
I hope that by diversity [President Vest] meant a broad intellectual,
sociological, action-oriented and multi-ethnic community, not merely one
possessing a comfortable quotable percentage of minority students having only a
lame minority professoriate as its role models...
The immensely difficult through subtle task of assisting young people to become
analytical yet sensitive, highly principled and contributing citizens of the
world. Somewhere, as we began to view students as vessels to be filled rather
than torches to be lit, this goal got sidetracked. I want especially to encourage
minority students to realize that they possess within the Struggle the capacity
to discover an unbounded and inexhaustible reservoir of contributive potential,
hope and freedom...psychological geography. What I am advocating is that
whatever they do and wherever they live, MIT black graduates become a part
of the solution and not part of the problem; that they never secede from the
Struggle. It is not true that, in order to become a successful engineer or scientist,
one must check one's heritage at the door...
Students should ensure that their fundamental humanity and personal goals
are not subjugated to or conquered by any social structure, economic framework or
political order. Students should not undermine their own intellectual gifts,
motivations and goals by which their presence here mark them. Students are
first of all human, and that is supremely important. Indeed it is that fact
which enjoins me to want much more: I want our graduates to develop qualities
which reside in their souls irrespective of job title or street address.38
Although the sort of activity described above on the part of Tunney Lee can be done in
dormitories, it is necessary to examine the entire student
system here, which includes many selective living
and social groups.
38 James H. Williams, Jr, "Dilemmas, Colonialism, and Protest." MIT Faculty Newsletter, March
1991, pp. 16-17.
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In general, fraternal systems provide a source of self-worth through group identification.
Fraternal communities provide their members both with an environment of compassion and
with a context of meaningful action (loyalty and conformance to a shared ideal).
Unfortunately, the loyalty and conformance is to ideas and ideals which involve sexism,
racism, elitism and homophobia. Such values not only reproduce ideologies of dominance and
superiority, but also handicap their carriers from participating responsibly in the diversity
and complexity of the modern world.
Our sororities do not even provide the environmental benefits of fraternities (although one now
has a house for some of its members). Since sororities for the most part do not include daily
intimate interaction, they do not foster unconditional acceptance and involvement, benefits of
fraternal life. Instead, they may create contexts for female competition which can be more
oppressive than uplifting. According to one sorority sister, such emphasis nearly overwhelmed
the benefits of participating:
I dreaded the weekly meeting.. .Everybody was so superficial.
Like fraternities, sororities are based on the inclusion of standard-meeting conforming members,
and the exclusion of unacceptable others. Although this is desirable from the point of view of
creating and maintaining a desirable group identity, it perpetuates classism, among other
superiority attitudes.
Fraternities provide members with precious feelings of value only by divorcing them from the
diversity, complexity, and ambiguity of this community. Fraternal organizations at MIT (and,
no doubt, elsewhere) have an extraordinary strength: a close community - not a common resource
in our culture. But these communities fail to reach their potential by failing to examine their
place in the real world of social classes, of racial diversity, of ethnic and religious heritages,
even to find a place in the spectrum of MIT. They do not teach respect for others. They foster
self-esteem based on identification with a narrow group of similar people and rejection of all
others. These organizations have the resources (strong affiliation) - the necessary foundation
for taking the next step, development into awareness and honor of the sovereignty and equal
validity of a diverse community, a context of diverse and conflicting ideas, but the fail to do so.
The various selective living groups at MIT serve many vital personal and social development
functions. (Particularly those which are refuges for oppressed groups, which provide safe
places for co-education, identity development, and support.) The non-residential social groups
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are also important parts of student identity and life. However, it must not be assumed that
these groups provide adequate attention to social responsibility, individual development, and
social development for participation in a diverse society. The goods that they provide must be
augmented with appropriate activities to "fill in the gaps" by providing opportunities for
individual and social learning in a broader context than the self-selected group. These
opportunities must not be voluntary, optional, or self-selecting. Oc c asio nal
voluntary activities will merely "preach to the
converted." The university has an ethical mandate
to teach social responsibility to all students and we
must find a way to accomplish this - to reach
everyone.
Another issue that hampers our forward movement toward dismantle racism is
the belief that one-time experiences - even when they are emotionally
powerful and full of insights - can transform individuals or organizations.
Unlearning personal racism and working towards the dismantling of
institutional racism require long-term plans, sustained vigilance, and "daily
practice"...Too often, groups look for a quick fix - a single workshop or a
dramatic event that will solve the problem in one fell swoop.39
NOTES ON THE 1989 REPORT BY THE COMMITTEE ON THE FRESHMAN YEAR
This document expresses some particular concern with the issue of diversity, claiming
experiences in diversity and the development of mutual respect as important goals of the
undergraduate experience and of the residential system in particular. But the document, in
championing the mechanical solution it puts forth, blatantly steamrolls residential culture and
student-identified needs without accounting for the "tradeoffs." The proposal also fails to
consider the use of exactly such a method at other schools, and the likely fallout. Harvard's
freshman-only dorms are "chaotic," leading some to believe that upperclassmen are a socially
stabilizing presence.
39 Andrea Ayvazian, "What I've Learned about Undoing Racism." Peacework, November 1990, pp.
6-7.
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In the report, the residential system is considered as a vehicle for for producing diversity
experiences and mutual respect.
It is desired that freshmen have "an initial experience with a diverse set of
classmates." (page 1)
Under a section entitled "Ideal Goals for the Residential System," the list
includes "to support personal growth and well-being, and to encourage the
development of responsible community life among diverse
individuals...Provide support for students from peers and others, both in
academic work and also in social, intellectual, personal, and co-curricular
life...Encourage community, including the rewards and sometimes pains that
come from learning to live and work with others from varying backgrounds,
both genders, and many ethnic groups." (page 13)
And the current system is seen to fail at this:
"In most of the dormitories and some of the ILGs, once R/O is over there is no
systematic programming throughout the year to complement the classroom
experience and to nurture the assimilation and socialization of freshmen into
the overall MIT community." (pages 17-18)
"Some consistent concerns [about quality of life include] paucity of systemic
support for freshmen during their first year; the absence of...civility, and
mutual respect." (page 4)
The report recognizes that the system as it is works well for students, and there are benefits:
"At present, the residential system functions for many students as a refuge from
the stresses of the Institute..." (page 5)
"The strong bond that most students develop with their residence...is
recognized and valued by most students." (page 11)
But the authors of the report seem willing to trade off these goods:
[Existing] long-term social stability should be pitted against [hypothetical
benefits of mechanical changes in the system]
While [the proposed new system] would involve some social disruption...and
would require [additional] new adjustments... (page 29)
The report devises "a mechanical solution to a human problem."40 In championing its own
proposal, the report contradicts itself and trivializes the opposition, backing up its claims only
with determined rhetoric.
40 Bill Orme-Johnson.
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This, too, is a serious concern and would require [extensive new] cooperation
among [currently hardly communicative groups] to develop an [ideal] system
that would be [list of ideals] (page 31)
One dorm on campus does provide the mechanically devised cultural diversity sought by the
Committee. This is McCormick. Since people choose it on the basis of gender singularity,
rather than on "dorm personality," there is a wide variety of cultural backgrounds. The result
of this, according to a resident: "we don't have mutual respect, we have mutual disrespect."
1.8. Human development: meet people where they are
The MIT environment is inadequate for human development. This inadequacy is irresponsible,
inhumane, and problematic to MIT's self-interest. Until the operative human development
issues can be named, faced, and addressed, all student services are band-aid operations only
haphazardly appropriate to student needs. Having exclusively crisis-oriented student-
services may be adequate to address MIT's liability concerns. But as MIT attempts to upgrade
its reputation in the fields of harassment, discrimination, civility, and pluralism in order to
compete with the university community, the crisis-focussed approach will soon be discovered to
be inadequate.
One-shot educational programming is considered crisis-focussed. It is the easy way to for the
university to look like it is "addressing" the 'multiple challenges of the modem university:
racial diversity, political antagonism, sexual liberation...' However, the university will be
measured by its effectiveness in reducing the suicide rate, and in eliminating demonstrations of
hostility and intolerance and in fostering a community that proactively affirms all students.
Whereas the failure or death of an individual student could be discounted or invalidated,
insufficient or ineffective address to issues of social justice and civility will haunt the
institution in the eyes of both the university community and the public. "We did our best," will
not fly in cases of racial harassment. Clearly, the onus is on the Institute to be effective in
addressing these issues. Failure cannot be blamed on the inadequacy or proclivity of an
individual student.
Effective programming and intervention to produce a respectful and pluralistic community
requires an ongoing context of both support and challenge. This is a well-known tenet of
learning and growth: People grow in an environment/culture which provides both adequate
support and appropriate challenge. MIT's environment for growth is inadequate because it
lacks this support component.
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The MIT environment fails as an environment for human development for the following three
reasons:
Stable, ongoing, non-stigmatized supports are not available. The only contexts of ongoing
support require self-selection. (Students must "surrender," and "turn themselves in" to the
Medical Center, acknowledging their failure to cope.) Ongoing support should be available to
all students without stigma, capitulation, or self-selection.
Dangerous levels of challenge/contradiction can defeat the individual's ability to "hold it
together." Under so much change and challenge in so many arenas of his life, the student is
hard prssed to make meaning out of his experience, to order his experience into a form which he
can predict, control, and act in. Challenges are academic, social (at least for freshmen),
personal (issues of financial responsibility, etc.), and emotional (strict norms) - to name a few.
The expression "meaning-making organism" [is] redundant; what an organism
does, as William Perry says (1970) is organize; and what a human organism
organizes is meaning. Thus it is not that a person makes meaning, as much as
that the activity of being a person is the activity of meaning-making. There is
thus no feeling, no experience, no thought, no perception, independent of a
meaning-making context in which it becomes a feeling, an experience, a
thought, a perception, because we are the meaning-making context. "Percept
without concept is blind," Kant said (1969). "Experience is not what happens to
you," Aldous Huxley said, "it's what you do with what happens to you" (1972).
And the most fundamental thing we do with what happens to us is to organize
it. We literally make sense. Human being [(verb)] is the composing of meaning,
//P la4o
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including, of course, the occasional inability to compose meaning, which we
often experience as the loss of our own composure.4
The academic context fails to "meet people where they are." This is another basic tenet of
teaching-which-is-about-learning. Instead of meeting and leading students in their
intellectual development, the academic context berates them for their inadequacy, for not
already knowing.
High grades often conflict with some of the student's legitimate strivings in
late adolescence and early adulthood; they inhibit and constrain his ability to
explore and be open to new encounters. Most universities and faculties want
their students to be able to have a variety of encounters, to learn from taking
intellectual risks, but the process by which they educate their students often
creates circumstances which are destructive for many and inhibit any approach
other than gamesmanship.42
I observed the professor in one class beginning the term by explaining that the
students were expected to be creative and involved; in short, they were to be
engaged. They would have the opportunity to take intellectual risks, to make
mistakes...Five weeks later the first quiz was given. The students found that
they were asked to return a large amount of information that they could only
have mastered by memorization. There was a considerable discrepancy
between the students' expectations for the course and what they were in fact
expected to learn in order to pass the quiz. In spite of the professor's opening
pronouncements, the hidden but required task was not to be imaginative or
creative but to play a specific, tightly circumscribed academic game.43
My criticism of MIT is unforgiving. Why? I have been meeting and knowing incoming freshmen
for the last four years (ever since I was one). I have lived with them as suitemates and
neighbors, taken classes with them, and most recently worked closely with twenty-five of them
in an ongoing context from the moment they moved into our dormitory. Freshmen really are
"fresh men." They are fresh in their enthusiastic anticipation of the knowledge and knowing
they expect to "be inducted in to"" here at MIT. They are fresh in their naive vision of
themselves as creative contributors as scientists men and engineers. They are fresh in their
assertion of their limitless ability to work hard and willingness to strive for academic
excellence and to prove themselves in the scientific paradigm. They speak with passion and
eloquence about their love for science. But soon, when they mention physics, their faces and
eyes no longer shine with excitement, but instead their eyes fall and their speech is full of self-
4 Kegan, The Evolving Self, p. 11.
4 Hidden Curriculum, p. 113.
4 Hidden Curriculum, pp. 16-17.
4 Rex Babiera, "Actually doing the Cavendish experiment was magical. It was like being inducted in
to the whole history of science and feeling that I had become part of that history." Design
Research Workshop, IAP 1991.
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derogation. This self-deprecation spreads quickly to other parts of their lives, and in tandem
with its spread, the inspiration and passion wanes. However,
There is the persistent belief that first-rate minds cannot be hurt by anything
the university does, nor deflected by any set of organizational conditions. Some
faculty members believe that really first-rate people show themselves despite
the constraints of the curriculum and of work overload; there are many echoes to
the assertion of one physicist that "the really great creative minds will come
through in any case."4
I assume, for the purposes of bothering to write this paper, that this attitude is obsolete, at
least at the level of explicit policy.
It is in MIT's self-interest to examine, understand, and respond to its shortcomings as an
environment for learning and human development. The existing environment is an obstacle to
productivity and creativity. It kills the positive self-concept essential to constructive
attitudes and motivation, it poisons creative potential, and it maims the capacity for human
wholeness. A better environment, and particularly the provision of adequate support,
willenhance performance in the competitive milieu. This is supported by research on the
detrimental effects of excessively competitive contexts and the beneficial effect of group
contexts on individual performance.
The idea that trying to do well and trying to do better than others may work at
cross-purposes can be understood in the context of an issue addressed by
motivational theorists. We do best at the tasks we enjoy. An outside or
extrinsic motivator (money, grades, the trappings of competitive success)
simply cannot take the lace of an activity we find rewarding in itself. "While
extrinsic motivation may affect performance.," wrote Margaret Clifford,
"performance is dependent upon learning," which in turn is primarily
dependent upon intrinsic motivation." More specifically, "a significant
performance-increase on a highly complex task will be dependent upon intrinsic
motivation." In fact, even people who are judged to be high in achievement
motivation do not perform well unless extrinsic motivation has been minimized,
as several studies have shown."
Since "group performance in problem solving is superior to even the individual
work of the most expert group members," it should not be surprising that
students learn better when they cooperate...The cliche about teachers learning
as much as their pupils is quite true...The evidence substantiates this view. As
the Johnsons conclude: "There can be little doubt that the low and medium
ability students especially benefit from working collaboratively with peers
from the full range of ability differences. There is also evidence that high
ability students are better off academically when they collaborate with
45 Hidden Curriculum, pp. 77-78. I changed this to present tense.
4 Kohn,No Contest, p. 59.
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medium and low ability peers than when they work alone; at the worst...[they]
are not hurt."47
Alfie Kohn, quoted here from his book, No Contest, points clearly to the connection between an
exclusively competitive environment and the loss of self-esteem, interpersonal alienation and
intolerance (hostility) with which we are concerned:
How can we do our best when we are spending our energies trying to make others
lose - and fearing that they will make us lose? Can this sort of struggle really
be the best way to have a good time? What happens to our self-esteem when it
becomes dependent on how much better we do than the next person? Most
striking of all is the impact of this arrangement on human relationship: a
structural incentive to see other people lose cannot help but drive a wedge
between us and invite hostility.4
The competitive milieu aggravates racism and sexism: complaints about affirmative action
and accusations of "reverse racism" are new "wedges" between us. Another reason that MIT has
self-interested concern in the human development of its students is that when we refer to human
development we are referring to the parallel, simultaneous, and correlated development of
cognitive ability, emotional complexity, and socio-moral reasoning capacities (among other
developmental categories). Cognitive development is the increase of intellectual breadth of
perspective, acquisition of levels of complexity, tolerance of ambiguity, conflict, and
contradiction. In other words, advanced intellectual capacity is not the result of exposure to
information, but is developmental. Emotional development is implicated in the ability to work
with people, manage people, and manage one's own emotional responses. The development of
socio-moral reasoning encompasses the ability to make judgments in increasingly complex
situations without just blocking out contradictory or difficult inputs, and the ability to judge-in-
action instead of in reference to hard and fast premises. Advancement along these
developmental parameters, among others, are clear necessities for graduates and for community
members.
Robert Kegan and other human development theorists have suggested that our standards of
behavior in work, management, family life, and interpersonal relationships require or assume a
rather high level of development in all of these areas. A simple, but illustrative example is of
a conversation so common that it can be presented generically.
17 year-old: I'm really worried about what people will think if I don't go to college. I
think that I need some time off, but people will think I'm lazy.
4 No Contest, p. 51.
4 No Contest, p. 9.
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Elder: Why should you care what people think. You do what you need to do. It
doesn't matter what other people think, you shouldn't let that bother you.
The elder's response portrays a disregard for what is important to the young person, a disregard
for the way that the young person makes meaning out of his existence. Instead, the elder
expects the youth to make meaning as the elder does, with relative independence from external
opinion. According to Kegan's integrative developmental schema, the young person at this age
is rightfully and naturally making meaning primarily on the basis of the affiliative meanings
of their life. Each decision symbolizes a complex network of affiliations: "If I don't go to
college, I will lose my affiliation with the people who think it is important to do that...People
who judge that as lazy will disassociate with me." In meeting this young person where he is, it
would be useful to help him think through the network of affiliation more thoroughly, rather
than berating him for valuing affiliation - for being right where he should be in his meaning-
evolution. In addition, it would be useful to support him in the beginnings of his striving for
autonomy, also demonstrated in the exchange: "I need..." The elder could have asked, "do you
feel like you want to get away from those people and from what they expect from you?"
Our environment does not come close to such sensitivity. We demand a high level of autonomy
and independence from needs for affiliation and mutuality, punishing those who do not meet
the standards. Such treatment of people (who are right where they should be in their natural
evolution of meaning-making) is be destructive and growth-inhibiting. Even young people
berate one another for their affiliation needs! This is the result of a psychologized culture
which has standards divorced from (and antithetical to) developmental reality.
How does this developmental perspective fit with our stated concerns: self-esteem,
alienation/isolation, and intolerance? All three of these conditions can exist at most stages in
development. Low self-esteem and alienation/isolation can be the result of developmental
angst - when I cannot quite make order out of my existence. It seems to me that my self (as I
picture it) is no longer adequate - either because it has outgrown the old reality or because it
has not yet arrived at a new reality, a new goal. I feel frustrated with myself when I cannot
resolve my confusion. None of this is necessarily explicit, available to consciousness, or
articulable.
Snyder comments on the impact of the MIT environment on student's meaning-making and the
resulting effect on their self-esteem and simultaneously on their performance:
The student who has begun to feel helpless, unable to decipher successfully the
messages confronting him, has the most serious and dangerous response. His
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self-esteem will drop, and he will have less energy available to think through
his dilemma and alter his circumstances. 49
A prevalent form of depression commonly results from the "existential crises" of development.
As persons move from one "evolutionary truce" (way of making meaning) to another, there is a
period in between in which my own structure by which I decode my experiences may be
inconsistent, inadequate, full of questions, perhaps even producing frightening ideas.
Withdrawal, resulting in alienation and isolation, follows from depression and the threat to
the self. Withdrawal can be healing and regenerative at times. However, without a network
of support, it is hard to "climb back in." Without belief in the existence of an ongoing context in
which the new self - or the troubled self - will be accepted and included, a student may not feel
able to rejoin the flow.
College age students are observed to be in the developmental truce of interpersonalism,
characterized by "embeddedness in mutuality and interpersonal concordance,"50 and having an
orientation toward affiliation, shared subjective experiences, internal states, feelings, and
moods. According to descriptions of "interpersonalism," people of this age construct their self-
esteem in a group context. Thus the in-group (current affiliation context) is a normal source of
identity and self-esteem at this age. Threats to the group's norms are seen as threats to the
self. It is not surprising that this dominant mode of meaning-making in young adults results in
an inability to truly accept and honor differences between people.
Group identity is often founded on ideologies of superiority. The need for group affiliation,
reinforced by the use of superiority as a common source of self-esteem, challenges our attempts to
create a mutually respectful, even a civil community and frustrates our efforts to foster a
pluralistic community. Peter Gabriel introduces a song which demonstrates his awareness of
superiority as a pervasive mode of identity-making and its devastating results:
To do with groups of people, who make themselves into smaller groups of
people in order to feel strong by excluding others. This is for those people on the
outside and it's called, "Not One of Us."51
We condemn this behavior but we do not seek to understand. We berate its perpetrators. The
strategy in dealing with a situation must not be to sympathize with the abuser, but to "first
49 Hidden Curriculum, pp. 173-4. My parentheses.
so Kegan, The Evolving Self.
51 Introduction to "Not One of Us," on Plays Live, 1983: Geffen.
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stop the violence" and then, educate everybody."5 2 We must have strict codes of civility and
effective punishments. But we must also have effective education, which
means ongoing contexts in which to question our
assumptions, programming, and behavior, learn
from one another's experience, and then design new
goals and experiment with new behavior. This is the
hard work of personal change that must be done on
issues such as racism, classism, and sexism. There is
no shortcut to doing this work. It can't be done in
the forum of a colloquia, even one with small group
discussions afterwards over dinner at living groups.
It must be a demanding and supportive, ongoing
interactive activity.
Merely increasing the challenge to our already threatened identities is not going to enable us to
get beyond this behavior because it does not do the necessary work of supporting our
development beyond where we are. We need to experience a supportive environment in which
our own fears of ourselves, our own proclivities, privilege, sense of superiority, and source of
self-worth can safely be questioned. Until we have faced these, we will not move beyond our
fears and thus will not move beyond intolerant, hostile thoughts and behavior.
MIT already challenges cognitive abilities to the breakdown point. MIT already provides
little or no support. The current way of dealing with harassment issues is berating and accusing
and establishing stricter rules. There are new kinds of challenges but still no adequate and
available sources of support. People become willing to question when they feel safe. The more
threatened they feel, the less movement is possible.
How can we provide appropriate support? Our answer, community. Community development
has the ability to contain, to support and challenge people in their individual development.
Community uses history, traditions, contribution, responsibility, leadership as tools for
52 Words of Jos4 Alicea.
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learning and growth and gaining perspective. Community development can respond to people at
lots of different evolutionary positions at once - they all have a place. Everybody is included
in the continuity of individual and group development. A context is created for "graduates" of
one piece of learning to stay around to "teach" younger folks. Opportunities for teaching
enhance the learning process as they require the teacher to deepen his own understanding and
enable him to see himself as a powerful "knower" capable of transmitting in addition to
receiving.
Classroom and clinical settings keep trying to understand, differentiate, and specialize. This is
inefficient and cannot match the capacities of community. Specialized one-way attention robs
the receiver of the opportunity to contribute and to join the continuum of history and growth.
Such forums also cannot possibly respond to anyone's experience exactly - their attempt to do so
is a self-defeating fallacy.
Community, on the other hand, provides an experience of the self as simultaneously part of a
continuum and part of a diverse, complex context in which he is both indistinguishable part and
unique contributor. Community supports, affirms, and embodies these basic tensions (affiliation
and autonomy) which are a consistent part of development at every stage. Community invites
the individual into something richer and more fulfilling than his individualism, and once
there, community can sustain him in his struggles.
What environmental sustenance most supports students in the choice to use their
competence to orient themselves through Commitments - as opposed to using it
to produce a nonresponsible alienation?...To be sure, some of our students
probably arrived with a disposition toward responsibility so strong that it
would have fulfilled itself in the most barren environment; a few, also, may
have come with so fixed a resentment or terror of involvement that they would
have refused the most nourishing support. For the majority, however, the most
important support seemed to derive from a special realization of community.
This was the realization that in the very risks, separateness and individuality
of working out their Commitments, they were in the same boat...
In the same year that Ben Snyder wrapped up his study of MIT undergraduates, Bill Perry
published a study of Harvard undergraduates which aimed to learn something about their
intellectual and ethical development. In the section of the book entitled, "Implications of the
Study," he sets out a viewpoint of developmental needs during the college years which strongly
establishes the connection between individual needs and community context during the college
years. Perry's summary powerfully affirms my own conclusions above, so I offer it here as an
eloquent confirmation.
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Like any other sense of community this one seemed to derive from reciprocal
acts of recognition and confirmation (Erikson, 1964). The individual may
himself derive a sense of community by observing that others are like himself
in that their cares and quandaries are like his own. His sense of membership is
enormously strengthened, however, if in addition he experiences himself as
seen by others in the same way.
The first of these requirements enjoins upon educators [and staff, and
upperclassmen community-leaders] a certain openness - a visibility in their own
thinking, groping, doubts, and styles of Commitment. Most of [the] students [we
studied] seemed to have found one or more models of this kind, and to be
appreciative of them.
The second requirement enjoins on educators the duty of confirming the student in
his community with them...students should experience themselves more
vividly as recognized in the eyes of their educators in their efforts to integrate
their learning in the responsible interpretation of their lives.
...no plea for mere attention for its own sake. Much less do we hear a wish to
escape the unavoidable in human separateness. Rather, we hear the students
as hungering for a nutriment essential to growth and meagerly supplied within
the conventions of present-day education. The growth demanded of them, and
for which they yearn, involves a new kind of responsibility. Fifty years ago,
our researches suggest, a college senior might achieve a world view [of
confident individualism] and count himself a mature man. Now he must go
beyond the assertion of his individualism in certainty to affirm his
individuality in doubt. To be viable, the new aloneness requires a new
realization of community...
At each step in this development, the student sees himself, his instructors and
even truth itself, in very different terms. Clearly, the community's efforts to
instruct, recognize, and confirm the student must take forms that are generally
relevant to the student's construal of the world, and of himself in it, at
different points in his growth. Our records show, for example, that when the
only pluralism a student sees is one in which any opinion is as good as another,
an effort to encourage him in a relativistic Commitment will be simply
misperceived...
[Our] study makes salient the courage required of the student in each step in his
development. This demand upon courage implies a reciprocal obligation for the
educational community: to recognize the student in his courage and to confirm
the membership he achieves as he assumes the risks of each forward
movement. This is a creative obligation: to find new ways to encourage. At
each step the student senses his option of taking up new responsibilities or of
pulling out in retreat or alienation. He must make the decision himself, but if
he feels not only alone, but alone in the experience of aloneness, he can draw his
only strength from the past - if he has had a good past.
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In our reports, the issues of this dubious
battle are revealed as cumulative, reaching
their crisis in the student's emergence into
a world perceived as relative and as one in
which he must either affirm his own
convictions and values or entrench himself
in opportunism, proprietary absolutism, or
despair. At this advanced moment of
maturity he would seem to require not less
support but more - and of a particular kind.
He needs not only models to emulate but
the experience of community with them."
53 William Perry, Forms of Intellectual and Ethical Development in the College Years, pp. 213-15.
2. "THE INTERVENTION:" BUILDING COMMUNITY
In summary of the statement of concerns, and in order to be clear about our stance in regard to
those concerns, the following diagram sketches some of the forces which we know to be affecting
undergraduates, particularly freshmen. Although the statement of concerns above emphasized
the hidden curriculum, this sketch should make clear that, while the hidden curriculum
aggravates the situation which freshmen face, it is by no means the only problematic force,
which means that curricular reform would not be sufficient
The wavy gray line acknowledges existing Institute programs which attempt to mitigate the
effects of the hidden curriculum. However, other activities of the Institute have nothing to do
with the curriculum (hidden or otherwise) and remain dehumanizing or inadequately
available. The result of the combination of these forces are the concerns described in the
previous chapter: low self-esteem, alienation and isolation, and intolerance or hostility
toward other people.
Hidden Curriculum
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The way that we see the community-building program insulating students from the effects of
these forces is by providing a context with the capacity to deal with the impinging forces in
several ways. For example, the effects of the hidden curriculum on self esteem are mitigated by
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the availability of the experience of tutoring or of other ways of helping other people as an
alternative source of self-esteem. Also, the need to adjust self-expectations is addressed
explicitly in the forum of the discussion groups, enabling students to save self-esteem by
considering themselves more forgivingly. The next diagram sketches the proposed
intervention. Building community transforms students' environment, providing a buffer zone in
which the effects of the forces are transmuted and in which there are alternative
interpretations and sources:
Why is community so important? How can it do all this? What is community? Why should a
university concern itself with community?
2.1. The Carnegie Report, Campus Life: In Search of Community, 1990
In 1990, the Carnegie Foundation for the Advancement of Teaching released a special report
entitled, Campus Life: In Search of Community. The report was based on a study of conditions
on American university campuses. I present the conclusions of this report as a bridge between
the statement of concerns and the presentation of a proposed strategy. This is not its
chronological role; the report was not actually released until well after our original proposals
had been written. But it is useful here as it both supports the statement of concerns and points
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toward our strategy. The simplest version of the report is a series of six principles to be used as
"a formula for day-to-day decision making on the campus" and a definition of "the kind of
community every college and university should be." The six principles are:
First, a college or university is an educationally purposeful community, a place
where faculty and students share academic goals and work together to
strengthen teaching and learning on the campus.
Second, a college or university is an open community, a place where freedom of
expression is uncompromisingly protected and where civility is powerfully
affirmed.
Third, a college or university is a just community, a place where the sacredness
of the person is honored and where diversity is aggressively pursued.
Fourth, a college or university is a disciplined community, a place where
individuals accept their obligations to the group and where well-defined
governance procedures guide behavior for the common good.
Fifth, a college or university is a caring community, a place where the well-
being of each member is sensitively supported and where service to others is
encouraged.
Sixth, a college or university is a celebrative community, one in which the
heritage of the institution is remembered and where rituals affirming both
tradition and change are widely shared.5 '
The report goes on to explain what it means by each of these principles. The report also offers
some valuable analyses of the university situation.
One of the points that the report makes early on is that undergraduates arriving on college
campuses today are both more mature and more troubled than the university gives them credit
for. The report acknowledges an important point when it explains, "we were told that,
increasingly, many students come to college with personal problems that can work against their
full participation in college life."-5 And the report questions whether it is actually feasible for
the university to try to intervene. The common approach is to see the university's "humane"
obligations as completely separate from its academic function, "the academic and nonacademic
functions are now divided into almost wholly separate worlds, and student life concerns have
become the province of a separate staff, with a dizzying array of 'services' provided." 56 The
54 The Carnegie Foundation for the Advancement of Teaching, Campus Life: In Search of
Community. 1990, pp. 7-8.
55 Carnegie Report, p. 3.
56 Carnegie Report, p. 4.
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two provinces even compete for resources! They do not see their missions as complementary,
never consider them to be fundamentally interdependent.
The report contrasts the two competing "provinces" to the early colonial college, in which the
"college leaders did not doubt their responsibility to educate the whole person - body, mind and
spirit."57 Of course the challenges to doing so in a multi-cultural, religiously diverse community
are great, and most universities decline to take on these challenges. But the question here is
whether doing so is of prime academic importance, and whether the task of whole person
education must be explicitly included in the academic mission. By action or
inaction, the university inevitably does educate the
whole person, but by refusing to accept that
responsibility, the education that occurs merely
reproduces obsolete social ideologies and reinforces
cultural shortcomings.
The Carnegie Report echoes our emphasis on the importance of community to addressing the
social complexities of college campuses. No amount of improved services to individuals can
create a context of respectful discourse or cause pause to gangs of fraternity brothers bent on
ripping down GAMITt posters. The report cites efforts to generate community by some colleges,
on the scale of the curriculum, department, residence clusters, and even the whole university:
In addition to their advising role, departments can become a creative
intellectual and social unit on the campus through special seminars, lectures,
and social events for students and faculty. Many academic departments
already do these things, and we urge that the commitment to make the
department a powerful unit of community be broadened.
All college events - those that cut across departmental interests - can be
especially valuable in stirring a common intellectual purpose across campus.
Ohio Wesleyan University, for example, selects a theme each year to be
studied by everyone on campus for an entire term. In the fall of 1989, the theme
was "The Impact of Technology on Culture." Every Wednesday at noon, visiting
speakers addressed such topics as "Technology's Impact on the Amish" and
"Weaponry over the Years." Also there were days when everyone came
5 Carnegie Report, p. 5.
* Gays and Lesbians at M.I.T., a student organization.
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together in all-college seminars and forums. The entire campus became a
classroom.
...On the campus of the University of California, Berkeley, students hold forth
almost daily from the steps of Sproul Hall...[Another college] has set aside one
morning each week...for a campuswide convocation.-%
The authors of the report creatively see some of the "problems" of the campus as focal points for
campus-wide discourse. For example, the report calls on campus leaders to "affirm civility by
the force of their own example:"
Stephen B. Sample, president of the State University of New York at Buffalo,
made the point powerfully in a call he made to the entire university community
to speak out against intolerance. President Sample put it this way: "As long as
we let those small moments pass without calling attention to the injustice they
represent, the threat to justice everywhere will continue. Thus, I call upon all
of us to remember our responsibilities to ourselves and each other by speaking
out against bigotry and intolerance whenever and wherever they occur. Only by
this vigilance in our daily lives can we help make justice everywhere
possible." 59
The authors' vision of a community that can engage in civil and serious discourse about difficult
social issues is actually an academic goal in a complex and changing world in which even the
most specialized professions require effective communication skills and social maturity.
Universities must begin to see civility in a truly "an open community" as part of their mission:
The goal of human discourse must be to both speak and listen with great care
and seek understanding at the deepest level, and this expectation takes on
special significance as the nation's campus [and the nation] become increasingly
diverse."'
Listening is a skill required by professionals in all sectors. The ability to think openly and
critically is highly valued by employers. Yet these skills are not explicitly addressed by the
university: they are neither curricular nor part of the formal or informal campus code of ethics.
Instead, such codes contain disciplinary details, which are reactionary responses to the failure
of the social fabric, rather than guidelines to community members. According to the report,
campus codes should be explicit and should assist individuals to understand and "acknowledge
their obligations to the group:"
Such codes convey a powerful message about how honesty and integrity form
the foundation of a community of learning. [Only secondarily should the
58 Carnegie Report, p. 13. My italics.
59 Carnegie Report, p. 21.
60 Carnegie Report, p. 23.
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purpose of the code be to provide] procedures for investigating and disciplining
offenders.61
The report also directly challenges and refutes the legitimacy of the anonymous physics
professor's attitude when it asserts that the "glue " which holds the community together is
caring. The report acknowledges the seeming impossibility of the task, yet asserts that the
university must "be a place where every
individual feels affirmed and where every
activity of the community is humane.,"62 The report
echoes in an uncanny way the interviewees earlier in this document when it quotes a student
who is all too aware of how alone he is and the level to which the university fails to care, "We
don't want the university to be involved in our lives, but we would like someone to be concerned
occasionally about our lives." And the report continues,
When we surveyed undergraduates several years ago, we were troubled to
discover that about 50 percent said they "feel like a number in a book." About
40 percent said they do not feel a sense of community on campus, and about two-
thirds said they have no professor "interested in their personal lives."6
Now to me, that forty percent is a very interesting number. Many students, more than half in
fact, do feel a sense of community. But what is this community that excludes, or fails to include,
forty percent of its members? Why is the community unavailable to such a large part of its
constituency. Where is the "feeling of community" coming from that it fails to be inclusive?
This answer may be particular to each college campus, but there also may be some
commonalities. For example, campuses where residential fraternities and sororities play a
major social and cultural role are, by definition, exclusive communities. (It is important to
remember that an exclusive community is one that actively excludes. Fraternal societies are
centered around sophisticated rituals of exclusion, rituals which are themselves explicit
sources of pride, identity, and unity.) The alternative or necessary complement to the existence
of fraternal societies is an overarching campus culture and community which can hold sub-
groups to broader ethical and social norms. It is unrealistic to expect the campus community to
be as intimate as the selective residential one, but it is reasonable to demand from university
61 Carnegie Report, p. 46.
62 Carnegie Report, p. 47.
6 Carnegie Report, p. 48.
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students loyalty and commitment to a set of shared principles, not just to minimal disciplinary
threats. In order to call or hold students to a more proactive "code," the university can call on
traditions and ceremonies that bring alive the meaning of the community and actively involve
all students in constantly recreating and carrying on that shared meaning. The Carnegie Report
articulates the principles which should guide traditional celebrations and cites an example:
The celebrative community uses ceremony and ritual to recall the past, to
affirm tradition and build larger loyalties on campus. But as colleges and
universities become more richly inclusive, as the student body becomes more and
more diverse, campuses should find ways to celebrate, not just tradition, but
change and innovation as well...
At Northern Arizona University, Honor Weeks 1989 was the scene for a host of
distinguished speakers such as Wilma Mankiller, principle chief of Cherokee
Nation of Oklahoma. The speakers all brought perspectives from culturally
diverse populations. The event sent a special message that such speakers are
not brought in just for Martin Luther King Day or Cinco de Mayo. Rather, it
demonstrated that culturally diverse perspectives are an essential part of
what everyone in the community needs to know.64
The other day during MIT's "Johnson Games," someone commented that it was really great to
have an event that was for everybody in the community. I criticized the exorbitant expenditure
of money on the Johnson games, which I felt was not a community-building activity. It seemed
to me that such an event is a celebration of community, once built. But the investment was not
put into building the community. There were people who could not be "part of" an event which
required them to participate in physical activities, join a team, or put themselves forth for the
"humiliation" of amateur field events. The necessary work was not done to get everybody to
the point where they felt included in it and part of it. Thus it was not correct to call the Johnson
Games an inclusive university-wide event. At Bexley, our social events as celebrations of the
community that has been built, confirming and affirming our connections, loyalty and pleasure
together. Such events do not do the work of building community.
While making an ardent demand for attention to community, the Carnegie Report also
acknowledges the seriousness of obstacles to the task, acknowledging that:
Not only has cultural coherence faded, but the very notion of commonalities
seems strikingly inapplicable to the vigorous diversity of contemporary life.
Within the academy itself, the fragmentation of knowledge, narrow
departmentalism, and an intense vocationalism [remain] the strongest
characteristics of collegiate education.65
64 Carnegie Report, pp. 60-61.
65 Carnegie Report, p. 63.
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The report goes on to acknowledge the role of the university as an institution hired to meet
individual needs and wishes, for credentials, for private goals. But the report chastises both
the university and modern American society for becoming excessively privatized and
dangerously ignoring the importance of "public infrastructure," resulting in the loss of
commitments to collectivity, and the loss of even the idea of common ground. The report claims
that the university can and must address not only the private desires but also the public
obligations of its customers:
The nation and the world need educated men and women who not only pursue
their own personal interests but also are prepared to fulfill their social and
civic obligations. And it is during the college years, perhaps more than at any
other time, that these essential qualities of mind and character are refined."
The report sees the university's leadership as the key to revitalizing community. Revitalizing
and creating common purpose can link the private and public ethics, the academic and the
social mandates of the university.
The Carnegie Report laments the loss of community at universities, linking this loss to various
types of "unhealth" on campuses, including: rising crime, the loss of civility, an "unhealthy
separation between in-class and out-of-class activities," increasing racial tension, and
persistent sexual discrimination.67 But the Carnegie Report does not address our particular
concerns of self-esteem and alienation. It also fails to explain why community is the answer to
this daunting set of problems and does not give us much of an idea of how to get to community.
In the next few sections of this chapter, I present the words of my leaders, those who have
inspired and who continually inform this project and my thoughts and motions toward
community. I will emphasize several themes in order to describe the value of community.
These are: descriptions of community, how community-development and human development
are inextricably bound; the resulting capacities of community; and some of the how, how to
nurture and build community. I have tried to divide this chapter into sections, based on these
themes, but it is difficult really to make the separation. The reason that the themes are
difficult to separate is that community is not an end point but an ongoing process of
development; "community" and "community development" are not separate entities. Similarly,
since it is impossible to talk about communities without talking about individuals struggling
with their humanity; it is not possible to talk about community development without talking
" Carnegie Report, p. 64.
67 Carnegie Report, pp. 2-3.
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about human development. And it is not possible to describe community without also talking
about its capacities. The artificiality of making such separations has been artfully described:
Talking about this process distorts it, and is one step removed from the essential
element - people themselves, doing. Writing about the process is two steps
removed...Words and sentences, spoken or written, tend to order [the] synthesis
and give it logic by making it a sequence, when, in fact, it is not and cannot be
sequential or logical."
This chapter also summarizes my research into the state of the art in supportive interventions
in the university setting and raises a question about the meaning if university citizenship.
2.2. What is community?
In search of more complete descriptions of what community is and how it impacts individual
human development, I have sought out descriptions of community and its capacities as a basis
for creating a vision of what we aim for.
SCOTr PECK
The following is a condensation of Scott Peck's description of "The True Meaning of
Community."W
In our culture of rugged individualism - in which we generally feel that we dare
not be honest about ourselves...- we bandy around the word "community." We
apply it to almost any collection of individuals - a town, a church, a synagogue,
a fraternal organization, an apartment complex, a professional association -
regardless of how poorly those individuals communicate with each other. It is
a false use of the word.
If we are going to use the word meaningfully we must restrict it to a group of
individuals who have learned how to communicate honestly with each other,
whose relationships go deeper than their masks of composure, and who have
developed some significant commitment to "rejoice together, mourn together,"
and to "delight in each other, make others' conditions our own." But what,
then, does such a rare group look like? How does it function? What is a true
definition of community?...
...As Bellah and his coauthors put it, the notion of community "may also be
resisted as absurdly Utopian, as a project to create a perfect society. But the
transformation of which we speak is both necessary and modest. Without it,
6 Unearthing Seeds of Fire, p. 207.
69 Chapter III from The Different Drum: Community Making and Peace. pp. 59-73.
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indeed, there may be very little future to think about at all."70 The problem is
that the lack of community is so much the norm in our society, one without
experience would be tempted to think, How could we possibly get there from
here?...
...What follows, is but one scheme for isolating and naming the most salient
characteristics of a true community...INCLUSIVITY, COMMITMENT, AND
CONSENSUS...!Inclusivity:) There is an "allness" to community. It is not
merely a matter of including different sexes, races, and creeds. It is also
inclusive of the full range of human emotions. Tears are as welcome as
laughter, fear as well as faith. And different styles: hawks and doves,
straights and gays...the talkative and the silent. All human differences are
included...
How is this possible? How can such differences be absorbed, such different
people coexist? Commitment - the willingness to coexist - is crucial. Sooner or
later, somewhere along the line (and preferably sooner), the members of a group
in some way must commit themselves to one another if they are to become or
stay a community...Community...requires that we hang in there when the going
gets a little rough. It requires a certain degree of commitment...Our
individualism must be counterbalanced by commitment.
If we do hang in there, we usually find after a while that "the rough places are
made plain." [Consensus:] A friend correctly defined community as a "group
that has learned to transcend its individual differences." But this learning
takes time, the time that can be bought only through commitment. "Transcend"
does not mean "obliterate" or "demolish." It literally means "to climb over."
In each case alienation is transformed into appreciation and reconciliation.
...REALISM...CONTEMPLATION...The word "contemplative has a variety of
connotations. Most of them center on awareness. The essential goal of
contemplation is increased awareness of the world outside oneself, the world
inside oneself, and the relationship between the two...The community-building
process requires self-examination from the beginning. And as the members
become thoughtful about themselves they also learn to become increasingly
thoughtful about the group...
...A SAFE PLACE...Once a group has achieved community, the single most
common thing members express is: "I feel safe here."...As soon as it is safe to
speak one's heart, as soon as [the] people in the group know they will be
listened to and accepted for themselves...its members become vulnerable and
find themselves being valued and appreciated, they become more and more
vulnerable. The walls come tumbling down. And as they tumble, as the love
and acceptance escalates, as the mutual intimacy multiplies, true healing and
converting begins...wounds are healed...resistances overcome...Fear [(and the
need to protect fragile self-esteem)] is replaced by hope...When we are safe,
there is a natural tendency for us to heal...ourselves...
A LABORATORY FOR PERSONAL DISARMAMENT..."But something very
strange has happened. Yesterday I was looking at all of you through hard
70 Habits of the Heart, p. 286.
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eyes. Yet today for some reason...I have become soft-eyed..." This
transformation [is] routine in community...members began looking at each other
and themselves through "soft eyes," seeing through lenses of respect. It may
seem strange in our culture of rugged individualism that this transformation
begins to occur precisely when we begin to "break down." As long as we look out
at each other only through the masks of our composure, we are looking through
hard eyes. But as the masks drop and we see the suffering and courage and
brokenness and deeper dignity underneath, we truly start to respect each other
as fellow human beings.
...It may seem odd to refer to community as a laboratory. [But let us redefine
laboratory] as a place designed to be safe for experiments. We need such a
place, because when we experiment we are trying out - testing - new ways of
doing things. So it is in community: it is a safe place to experiment with new
types of behavior. When offered the opportunity of such a safe place, most
people will naturally begin to experiment more deeply than ever before with
love and trust. They drop their customary defenses and threatened postures,
the barriers of distrust, fear, resentment, and prejudice. They experiment with
disarming themselves. They experiment with peace - peace within themselves
and within the group. And they discover that the experiment works.
ERNEST BECKER
Read "society" and "culture" as synonymous with "community" in this description.
According to Ernest Becker, "The basic question the person wants to ask and answer is, 'Who am
I?' 'What is the meaning of my life?' 'What value does it have?' And we can only get answers
to these questions by reviewing our relationships to others, what we do to others and for others,
and what kind of response we get from them."7' He asserts that self-esteem is the "dominant
motive of man," as has been demonstrated by clinical observations of what happens to people
when they lose it: they "cannot act, they break down."72 Therefore, we are each searching for
a way to see ourselves as a "hero." Becker directs the "student of society...wantling] to find out
why youth opts out of the [social] system, [to] find out why it fails to offer them the possibility
of real heroism."73 He goes on to state that "the fundamental task that every society on earth
must face is truly monumental. Society must protect its [members] at their sorest point: the
fragile self-esteem." 74 He emphasizes that we "derive...identity from a social environment.
The social environment remains to [our] death the only source for validating that identity."
And he offers the following explanation of the true purpose of culture:
71 The Birth and Death of Meaning, p. 70.
72 Birth and Death , p. 75.
73 Birth and Death , p. 77.
74 Birth and Death , p. 88.
The Intervention: Building Community
Culture is a structure of rules, customs, and ideas, which serve as a vehicle for
heroism. It is a logical extension of the early ego development, and the need for
self-esteem. The task for the ego is to navigate in its world without anxiety,
and it does this by learning to choose actions that are satisfying and bring
praise instead of blame. Only in this way can it earn the vital self-
esteem...Therefore, if the function of self-esteem is to give the ego a steady
buffer against anxiety...one crucial function of culture is to make continued self-
esteem possible.
Its task, in other words, is to provide the
individual with the conviction that he is an
object of primary value in a world of
meaningful action.7"
MEL KING
My vision is based on the belief that people are willing to go through the
difficulties of confrontation because we know, from experience, that being
honest supports learning, growth, and liberation based on humane values. The
main purpose, the main value behind so much of our struggle, past, future and
present is to create "community." By that we mean the human context in which
people can live and feel nurtured, sustained, involved and stimulated.
Community is the continual process of getting to know people, caring and
sharing responsibility for the physical and spiritual condition of the living
space.
Why then is "community" so important? It is a matter of humanity. Creating
and maintaining community is the best way to meet people's needs. People
relate better, more completely in a community. Working with their neighbors
people can accomplish an amazing amount of good which will simply not
happen under an impersonal government program. We need to make use of the
person next door and not depend on people outside the community to solve our
problems and satisfy our needs. People flourish in a more personal environment,
their strengths can be cultivated, their weaknesses can be improved upon, with
the support of neighbors who possess complementary skills and strengths.
"Community" counteracts the frustration, depersonalization and fragmentation
which our current society forces on people.
"Community" is important for establishing a common bondedness, for creating a
sense of identity, for maintaining and creating cultural continuity, for giving
social expression to oneself as a part of a larger whole. "Community" promotes
self-development beyond the immediate family, toward involvement in ever-
widening breadths of community, city, state, nation, world, and universe.
"Community" is the base from which people can begin to understand what else
75 Birth and Death, pp. 78-79.
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is going on in the world...All of the [largescale world] forces make more sense if
a person is involved in a "community" where there is some possibility of
reacting with unity and creativity as such problems threaten the stability of
the whole "community."'76
CARL ROGERS
One of the exciting aspects of any group experience is the way in which, when
an individual is struggling to express himself, or wrestling with a personal
problem, or hurting because of some painful new discovery about himself, other
members give him help. This may be within the group, as mentioned earlier,
but occurs even more frequently in contacts outside the group...we will hear that
one was gaining strength and help from the other, that the second person was
making available his understanding, his support, his experience, his caring -
making himself available to the other. An incredible gift of healing is
possessed by many persons, if only they feel freed to give it, and experience in a
[community-building] group seems to make this possible.77
HABITS OF THE HEART
Robert N. Bellah, et. al.'s book, Habits of the Heart: Individualism and Commitment in
American Life, is a sociological exploration into how Americans find meaning and purpose in
their lives. The authors find that among an astonishing variety of individuals, a sense of
meaning and purpose is derived from experiencing themselves as vital participants in
communities, in which they engage in practices of commitment to concepts of communal value. It
is the notion that one's participation makes a difference that provides self-esteem, validation,
purpose and meaning. The authors speak of the search for the sense of a "morally and
intellectually intelligible world" which they indicate that people find through involvement
in communities which are "concerned in a variety of ways [with] giving a qualitative meaning
to the living of life, to time and space, to persons and groups."78
This sociological work offers a definition of community in its "Glossary of Key Terms:"
Community is a term used very loosely by Americans today. We use it in a
strong sense: a community is a group of people who are socially interdependent,
who participate together in discussion and decision making, and who share
certain practices that both define the community and are nurtured by it. Such a
76 Mel King, Chain of Change, pp. 233-34.
77 Carl Rogers on Encounter Groups, pp. 32-33.
78 Robert N. Bellah, et. al., Habits of the Heart: Individualism and Commitment in American Life.
1985: Harper & Row, p. 282.
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community is not quickly formed. It almost always has a history and so is also
a community of memory, defined in part by its past and its memory of its past. 9
Practices are shared activities that are not undertaken as a means to an end but
are ethically good in themselves (thus close to praxis in Aristotle's sense). A
genuine community - whether a marriage, a university, or a whole society - is
constituted by such practices. Genuine practices are almost always practices of
commitment, since they involve activities that are ethically good. In the strict
sense, practices of separation is a contradiction in terms, since such activities
are undertaken in the interest of the self at the expense of commitments to
others.80
The authors contrast true community with the more common "lifestyle enclave:"
Though the term "community" is widely and loosely used by Americans, and
often in connection with lifestyle, we should like to reserve it for a more
specific meaning. Whereas a community attempts to be an inclusive whole,
celebrating the interdependence of public and private life and of the different
callings of all, lifestyle is fundamentally segmental and celebrates the
narcissism of similarity. It usually explicitly involves a contrast with others
who "do not share one's lifestyle." For this reason, we [use the phrase]
lifestyle enclaves. Such enclaves are segmental in two senses. They involve
only a segment of each individual, for they concern only private life, especially
leisure and consumption. And they are segmental socially in that they include
only those with a common lifestyle. The different, those with other lifestyles,
are not necessarily despised. They may be willingly tolerated. But they are
irrelevant or even invisible in terms of one's own lifestyle enclave. 81
Lifestyle enclave. A term used in contrast to community. A lifestyle enclave is
formed by people who share some feature of private life. Members of a
lifestyle enclave express their identity through shared patterns of appearance,
consumption, and leisure activities, which often serve to differentiate them
sharply from those with other lifestyles. They are not interdependent, do not
act together politically, and do not share a history. If these things begin to
appear, the enclave is on the way to becoming a community.82
This description raises important descriptors of community. The first is "who is included?" Jose
Alicea recently described community as "flexibility" - its definition and borders are flexible, it
can include anyone. For example, everyone who has ever lived at Bexley is a part of our
community. When an alum comes around, "this used to be my room," we feel commonality with
him even though we do not know each other well. Also, people who may not live here but who
are around a lot kind of become part of it. If they are a familiar face, it feels like they belong.
Their actual address doesn't matter. But sometimes, we are more of a "lifestyle enclave" when
7 Habits of the Heart, p. 333.
80 Habits, p. 335.
81 Habits, p. 72.
82 Habits, p. 335.
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we exclude people who don't think in sanctioned Bexthink. When our borders are inflexible, we
are not in a mode of community, but of joint interests - we're not really capable of including our
own diversity at that point.
The authors of Habits of the Heart see the isolation and fragmentation of excessive
individualism as dangerous not only to our individual happiness but also to the very health of
society. They cast our future of continued rampant individualism in dire terms:
...And social ecology is damaged not only by war, genocide, and political
repression. It is also damaged by the destruction of the subtle ties that bind
human beings to one another, leaving them frightened and alone. It has been
evident for some time that unless we begin to repair the damage to our social
ecology, we will destroy ourselves long before natural ecological disaster has
time to be realized. 83
They recognize the difficulty in making this move:
On the basis of our interviews, and from what we can observe more generally in
our society today, it is not clear that many Americans are prepared to consider a
significant change in the way we have been living. The allure of the packaged
good life is still strong, though dissatisfaction is widespread. Americans are
fairly ingenious in finding temporary ways to counteract the harsher
consequences of our damaged social ecology. Livy's words about ancient Rome
also apply to us: "We have reached the point where we cannot bear either our
vices or their cure."
And they point to a renewed valuation of community as the result of thoughtful examination of
the present and possible futures:
We have never before faced a situation that called our deepest assumptions so
radically into question. Our problems today are not just political. They are
moral and have to do with the meaning of life. We have assumed that as long
as economic growth continued, we could leave all else to the private sphere.
Now that economic growth is faltering and the moral ecology on which we
have tacitly depended is in disarray, we are beginning to understand that our
common life requires more than an exclusive concern for [individualistic]
material accumulation.
Perhaps life is not a race whose only goal is being foremost...Perhaps the truth
lies in what most of the world outside the modern West has always believed,
namely that there are practices of life, good in themselves, that are inherently
fulfilling. Perhaps work that is intrinsically rewarding is better for human
beings than work that is only extrinsically rewarded. Perhaps enduring
commitment to those we love and civic friendship toward our fellow citizens
are preferable to restless competition and anxious self-defense...
83 Habits, pp. 284-86.
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We have imagined ourselves a special creation, set apart from other
humans...We have attempted to deny the human condition in our quest for
power after power. It would be well for us to rejoin the human race...Such a
vision...is open to learning from the wisdom of [traditional] societies...[It]
insists in turn on the criticism of criticism, that human life is lived in the
balance between faith and doubt. Such a vision arises not only from the
theories of intellectuals, but from the practices of life that Americans are
already engaged in. Such a vision seeks to combine social concern with ultimate
concern in a way that slights the claims of neither. Above all, such a vision
seeks the confirmation or correction of discussion and experiment with our
friends, our fellow citizens."
MARTIN LUTHER KING, JR.
From time immemorial, men have lived by the principle that "self-
preservation is the first law of life." But this is a false assumption. I would
say that other-preservation is the first law of life. It is the first law of life
precisely because we cannot preserve self without being concerned about
preserving other selves. The universe is so structured that things go awry if men
are not diligent in their cultivation of the other-regarding dimension. "I"
cannot reach fulfillment without "thou." the self cannot be self without other
selves. Self-concern without other-concern is like a tributary that has no
outward flow to the ocean. Stagnant, still and stale, it lacks both life and
freshness. Nothing would be more disastrous and out of harmony with our self-
interest than for the developed nations to travel a dead-end road of inordinate
selfishness. We are in the fortunate position of having our deepest sense of
morality coalesce with our self-interest...
In a real sense, all life is interrelated. The agony of the poor impoverishes the
rich; the betterment of the poor enriches the rich. We are inevitably our
brother's keeper because we are our brother's brother. Whatever affects one
directly affects all indirectly.85
2.3. Community development 4 human development
The symbol 4- means "if and only if." So this expression means that community development
will occur if and only if human development occurs and human development will occur if and
only if community development occurs. Again, I draw on the more eloquent and clear
descriptions provided by my inspirators:
M Habits, p.p 294-96.
&5 Martin Luther King, Jr., Where Do We Go from Here: Chaos or Community?, pp. 180-181..
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JULIUS K. NYERERE
For man lives in society. He becomes meaningful to himself and his fellows
only as a member of that society. Therefore, to talk of the development of man,
and to work for the development of man, must mean the development also of
that kind of society which serves man, which enhances his well-being, and
preserves his dignity."
MEL KING
...If it is these human aspects of community which are most crucial, the
definition of community development immediately takes on dimensions quite
different from the traditional urban renewal or bringing in new industry.
Community development must lean heavily on human development - the most
natural ingredient for developing the best possible resources in a community are
the people themselves. It is not the physical structures, or the dollar signs that
count in the end, but the way people feel about themselves, each other and the
place they live.
"Community control"...is not a simple idea. It means, in my mind, people taking
responsibility for their making decisions in their communities. On the one
hand, this involves a collective approach to all community problems and
issues: working together. On the other hand, from a personal perspective,
taking responsibility entails understanding that you have not got it made until
you can help others to get where you are or beyond. Otherwise you will always
be defending what you've got, and you cannot work with other people under
those circumstances. As people work together and look out for each other, those
most in need will be able to rise up, pushing all of society in an upward, forward
movement. In this sense responsibility means looking out for yourself through
looking out for others.87
PAOLO FREIRE
[Such] leadership must accordingly practice co-intentional education. Teachers
and students (leadership and the people), co-intent on reality, are both
Subjects, not only in the task of unveiling that reality, and thereby coming to
know it critically, but in the task of re-creating that knowledge. As they
attain this knowledge of reality through common reflection and action, they
discover themselves as its permanent re-creators. In this way, the presence of
the oppressed in the struggle [for change] will be what it should be: not pseudo-
participation, but committed involvement."
86 Julius K. Nyerere, Man and Development, p. 85.
87 Chain of Change, pp. 233-235.
88 Pedagogy of the Oppressed, p. 56.
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I was convinced that the Brazilian people could learn social and political
responsibility only by experiencing that responsibility, through intervention in
the destiny of their children's schools, in the destinies of their trade unions and
places of employment...
They could be helped to learn democracy through the exercise of democracy; for
that knowledge, above all others, can only be assimilated experientially.
More often than not, we have attempted to transfer that knowledge to the
people verbally, as if we could give lessons in democracy while regarding
popular participation in the exercise of power as "absurd and immoral.""
"CAN HUMAN DEVELOPMENT OCCUR OUTSIDE OF COMMUNITY DEVELOPMENT?"
Han: How to discern [independent development]: The things that come from deep
within have more charge, intensity - genuine creativity.
Mimi: Do ideas really come from deep within you OR kind of come from people around
you but in an invisible, strange, non-explicit way?
Sean: Human development can't occur without social context. What we value in
human development has to do with how you interact with the environment
Mimi: Maybe you have to be ready to move, it has to be ripe within you, then others
create the space for you to move, make the safe space.
Sean: No, because the actual content and direction of your development is changed by
the context. It is shaped and created by the context. The context, the
community, produces the course and content of the human development.
Joost: Community development does produce human development but not always, not
necessarily. The community can be mutually supportive to the ideas
germinating in the individual, but there can be mutually clashful ideas, which
will not promote growth, which will temper the progress of the relationship
(but may contribute to the ideas). Tempering constrains change, makes it more
difficult. Some things when tempered become brittle, some become stronger.
Einstein: --- is as unthinkable as the development of the individual without the
nourishing soil of the community.90
2.4. Capacities of Community
To illustrate the way in which community development and individual human development
are simultaneous, non-linear, and mutually dependent, I present my version of some of the
89 Education for Critical Consciousness, p. 36.
90 "Edited from the writings of Albert Einstein."
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capacities of community, certainly not in an exhaustive way, but hopefully in a way that
sketches this interconnection.
Independence: Communities, as they develop, discover their own abilities, discover their own
resources, discover their ability to and superiority at taking care of themselves. They lose
their sense of and their actual dependence on external structures, benefactors, definitions.
Communities find that they are able to identify their own needs and to address these needs
themselves.
Caring/Sharing/Mutual Aid: Communities find that there is a natural bond of love between
human beings that is capable of competing with their drive for individual survival and success.
Members of communities find themselves to be affluent enough to give (emotionally and
materially), regardless of an "objective" situation of poverty. This negates the usual definition
of poverty.
Maria spoke about another intangible value, the dynamic within the
community of mutual aid. Families in East LA provide shelter, clothing, food,
and the assistance to get necessary identification and work. This dynamic is an
admirable one but we should not forget that it arises out of the particular
circumstances. Because immigrants cannot rely on the goodness or fairness of the
larger community, they must go to a place where they feel safe and where they
can be helped.91
History: Communities discover their own history. History is a source for continuity of
experience. It gives meaning to current events, helps people to contextualize both tragedy and
success, provides a source for answers, a tradition for solving problems. It is an important part of
community-building that history be rediscovered and that methods for passing it on be
recreated or reappropriated.
Healing: Members of community find that it is possible to face, understand, gain perspective on,
and continue through times of pain and sorrow. They call on history and their ability to care
for and share with one another. Where individuals wither alone under their pain,
communities are able to reach through to the individual and provide a source of stability,
continuity, and love that enables the individual to "make it" through the tough times. The
context of community can also enable individuals and sub-groups to face pain, anger, and fear
that have been hidden away for years. With the hope and strength provided by a community
with shared history and shared dreams, individuals and the community can bring forth and
91 Issues in Communities of Color, Spring 1990, Final Report Document, p. 7.
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reintegrate old pains, long-held fears, and unquestioned assumptions. Community also makes
possible overdue forgiveness by legitimizing and supporting the individual or group in letting
go of their shame, guilt, and fear. In such processes, the community and all of its members
simultaneously move forward to a new way of knowing themselves and approaching their
world.
Tolerance for ambiguity, change, and complexity: Community contains a range of levels of
experience. Long-time community members provide a perspective on time that they teach to
younger or newer members. This perspective enables community-members to put new events in
historic, social, and philosophical context. The inevitable diversity of any group (no matter
how seemingly homogenous) that commits to shared goals will challenge the tolerance of the
members. In the pursuit of shared goals, bound in by their commitments, individuals and sub-
groups struggle with their own intolerances. They develop beyond a need for closure and
agreement, developing tolerance for ambiguity and complexity. Complexity and conflict,
initially threatening, can come to be seen as creative sources. Change, initially feared, can
eventually be valued as the needs of members are recognized and common commitments demand
that everyone's needs be addressed.
Consensus: Shared commitments that result from shared experience and identity produce an
ability, and even a need, for consensual decision making. Majority rule seems anti-community
because it can leave a substantial group (or because it leaves anyone) completely out of the
decision - out in the cold. Consensual decision-making does not mean complete detailed
agreement on every point, but consensus about movement - consensus about direction, goals,
general methodology - which is the necessary correlate of decisions made within a context of
genuine commitment. Consensus requires that decisions be inclusive, that they genuinely take
into account and respond meaningfully to the range of needs, desires, capacities, and histories of
all the members of the community. As communities and individuals develop together, consensus
becomes more possible because the borders of identity and the sphere of responsibility expands.
Empowerment: Communities provide a context where the contributions of members are vital to
other members. Small acts of care and generosity are seen as essential to the well-being of the
community. Members are judged by the quality of their
humanity rather than by their conformity to a
dehumanized set of standards and expectations.
Individuals can experience themselves as powerful
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and successful through their ability to give to others.
Empowerment is the process of coming to believe that you can create, that you have the right to
create - to envision and to speak - it is the process of coming to believe that you can affect your
neighbors, believing that you can make positive differences and change. This sense of power is
an invisible privilege of the dominant culture. For a subordinate person to acquire this sense of
power he must come to see his own history, his own people, his own community as valuable, and
himself as deserving and worthy. These are the goals of community development. This kind of
power leads to an increased willingness and ability to give, increasing the individual's
commitment to and participation in the community.
Voice: Voice is the symbol of believing you can. People who are denied voice rarely believe
they are in charge of their future. In the context of community, people come to believe in their
own ability to speak. In a context in which they feel valuable and valued, they begin to sense
the legitimacy of their own thought. They experiment with the risk of expressing themselves
and find that expression welcomed and appreciated. They come to see their thought and
expression as valid and legitimate. In the process of listening and speaking with one another,
the community will gain a sense of the validity of its communal voice.
Identity: By participating as a person who takes care of his neighbors and shares in history
and traditions, as someone who has the power to change his own life and to affect others' lives,
by hearing his voice, and hearing others value his voice, a community-member gains a sense of
his own identity as a human being (verb, not noun). He also gains identity from experiencing
himself in the context of the community's history, struggle, dreams, and hopes. Finally, he
finds his sense of "who he is" to be similar to others in the community on the basis of shared
culture: the traditions, sensibilities, values, forms of expression, colors, scents, language, and
faiths. The combination of culture, history, and contribution form a sense of identity leading to
character (for both the individual and the group) that is well-balanced between (and valuing
both) individualism and community, autonomy and conformism, stability and change, the
vividness of life and the inevitability of death.92 Identity is a constantly evolving
92 I must draw the explicit contrast between this formulation of identity and that of the American
culture of individualism: bent on competing to be the best and most at the expense of generosity
and networks of caring and healing; rejecting all history and continuity to the point of abusing
elders, the carriers of history; and obsessively denying tragedy and death.
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understanding that gets richer and more complex - this is going on all the time with groups and
individuals. I was once at a training session for diversity discussion leaders and somebody said
"I wish those people would just figure out what they want us to call them and stop changing
their name - I can't keep up." Of course this person meant well, but her comment portrayed an
intolerance for the search - an intolerance also portrayed by people who complain about
separatism because they see it primarily as a rejection of themselves rather than a constructive
part of the search for identity. It must be very hard to try to name yourself in my language.
Inclusivity: Communities, as they respond to their own internal diversity and as a result of
their inevitable conversations with the rest of the world, question their borders and principles.
Such questioning, bolstered by the strength of the community's own diversity, leads to an
increasing capacity to extend those borders, to include people who may have originally been
considered "outside." Developing communities and the
individuals within them become more and
more inclusive. Community's borders are flexible, its capacity non-finite.
Responsibility: Empowered individuals in contexts of support are able to take responsibility
for their own lives. This responsibility tends to expand continually. They become able to take
responsibility for the effects of their lives on others and on the natural environment. They
become willing to take responsibility for helping others. They become willing to take
responsibility for addressing broader social inequities and problems, the state of the region or
the world. Communities as a whole also expand their ability to be responsible, their ability to
respond. When as individuals or communities feel threatened, they may not respond to the
needs and tragedies of others. When these same individuals and communities support one
another in the stability and legitimacy (and then growth of) their ability to be as humans,
they find themselves willing and able to respond to the cries of other humans and the
perimeter of their ability to hear these cries expands.
2.5. Community Development
"not so much about building housing as about people controlling their lives."
9 Rende Okamura, in Issues in Communities of Color, Spring 1990, Final Report Document, p. 41.
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Community development is a set of practices oriented around creating a sense of belonging,
acceptance, caring and inclusion among the members and potential members of a community.
Community development is also the articulation of ideas about, questions of, and commitments
to shared values, and the articulation of, questioning of, and commitment to the dignity and
validity of the diverse individuals who compose the community. The essential
issue in any community is the tension between
community and diversity, between the community as a coherent group
of people facing in the same direction working on common purposes and the separate members as
unique and wondrous individuals who each have their own path and purpose and way of
knowing. Initial stages of community development are bringing the group into being in a context
of individualism. Later stages of community development are the work of keeping the tension
alive and supporting and challenging both the community-as-community and the individuals
as growing and changing beings.
HABITS OF THE HEART
...Some of us often feel, and most of us sometimes feel, that we are only someone
if we have "made it" and can look down on those who have not. The American
dream is often a very private dream of being the star, the uniquely successful
and admirable one, the one who stands out from the crowd of ordinary folk who
don't know how. And since we have believed in that dream for a long time and
worked very hard to make it come true, it is hard for us to give it up, even
though it contradicts another dream that we have - that of living in a society
that would really be worth living in.
What we fear above all, and what keeps the new world powerless to be born, is
that if we give up our dream of private success for a more genuinely integrated
societal community, we will be abandoning our separation and individuation,
collapsing into dependence...What we find hard to see is that it is the extreme
fragmentation of the modern world that really threatens our individuation;
that what is best in our separation and individuation, our sense of dignity and
autonomy as persons, requires a new integration if it is to be sustained.94
94 Habits, p. 284-86.
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MEL KING
Using a people-oriented definition of development, a community becomes more
developed as it becomes more diverse, incorporating more cultural and ethnic
traditions, and developing the skills and confidence to solve their own
problems."
HIGHLANDER
Highlander is a school whose educational mission and philosophy reflects important ideas
about community development:
When people find themselves in a bind, they usually try to work out a solution.
Some seek self-serving and individualistic solutions to their problems.
Historically,education in America, more often than not, has taught people
that, when the conflict between themselves and a problem lessens or
disappears, the problem is solved. Critical, conscious thought about the causes
of the problem, or who else may be affected by it, often stops at this point.
However, some individuals recognize that their problem is shared by others;
thus, their individual problem is not solved for them until it's solved for
all...Highlander sought to educate people away from the dead end of
individualism and into the freedom that grows from cooperation and collective
solutions.%
MARIE KENNEDY
The content as well as the form of community control is important. We have to
develop a vision of what the "good" community is. How do we make sure that
the kind of community control we are struggling for is not based on simple
majority rule, but on consensus about movement towards equality, empowerment
and liberation? In order to help in answering these questions, planners and
organizers have to move away from products--away from mechanical
redistribution of already defined resources and towards utilizing their skills
and training in ways that open possibilities for real community development--
that get more and more people to be conscious of their role as community
developers and to feel capable and competent in their role. This isn't going to
be an overnight process, because community development doesn't depend on
planners or organizers having the right idea...it depends on a conscious and
mobilized populace taking control of their own destiny. It's not going to be an
overnight process, because dependency dies hard--the dominant ideology
constantly drives home the notion that oppressed people are incapable of
handling their own affairs and people internalize that. But, if as organizers
Mel King, Chain of Change, pp. 233-34.
% Unearthing Seeds of Fire, p. 208.
The Intervention: Building Community
and planners we see our role as tapping into the creative energy and expertise of
the populace, if we see ourselves as workers for the people, not as experts
imposing solutions, we can enter into a process of real community development.
As Nyerere said in the '60's..."...A community cannot be developed, it can only
develop itself. For real development means the development, the growth, of
people."7
JULIUS K. NYERERE
An ujamaa village is a voluntary association of people who decide of their own
free will to live together and work together for their common good...They, and
no one else, will make all the decisions about their working and living
arrangements.
It is important that these things should be thoroughly understood. It is also
important that people should not be persuaded to start an ujamaa village by
promises of the things which will be given to them if they do so. A group of
people must decide to start an ujamaa village because they have understood
that only through this method can they live and develop in dignity and
freedom...
...a democracy at work. For it provides an example of free discussion among
equals, leading to their own decision making; it shows that when discussion has
to give way to action, then the majority will prevails; and it demonstrates the
need for discipline by all members in the implementation of the decisions
which the group has made. And in this very process, the people will have
begun to develop themselves as dignified and confident human beings, in a way
which is impossible if they simply take orders from someone else...
Advice must be given, but the decisions must be those of the members
themselves; help must be given when possible, but it must be help for something
the people are already doing for themselves. These villages must start, and
must grow, on the basis of self-reliance. For self-reliance is the means by which
people develop. 98
PAULO FREIRE
Freire's writing, although potentially alienating in its use of the words "revolution,"
"oppressor," and "oppressed," also critically delineates the interaction between community,
leadership, individual development, and contexts of oppression.
We can legitimately say that in the process of oppression someone oppresses
someone else; we cannot say that in the process of revolution someone liberates
97 "Lessons from Community Planning in Boston," p. 8.
98 Julius K. Nyerere, Man and Development, pp. 37-40.
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someone else, nor yet that someone liberates himself, but rather that men in
communion liberate each other.99
This passage is poignant in terms of self-esteem today. The media images and standards which
oppress us and convince us of our valuelessness on the basis of our physical inadequacy (in
comparison with the top fraction of a percent of people along a certain narrow standard of
beauty enhanced with the latest makeup and computer image processing) form the context in
which we are oppressed. Becoming free of the oppressive standard of the media, free to value
myself even though I do not own the proper car and even though I am not the preferred color,
becoming free in these ways is a personal "revolution." Freire's theories of oppression and
liberation can be applied at many scales.
No one of us alone is strong enough to cast off the spectre of this standard. No authoritarian
individual can remove it from our minds, once engraved there. But in community, through a
process of joint questioning, and as a result of commitments to legitimizing and affirming one
another and ourselves, we may succeed in creating a different context by which to experience
ourselves, we may set different standards or we may discard standards in favor of goals and
strivings which we create or re-create (make real) and validate together. Only with the aid of
a group can an individual create a new context for himself. Alone, his attempts to change his
reality will always be reactionary and positioned around the context of another group. But in
community he can actually participate in creating and subsequently benefit from an entirely
new fabric of reality.
A major product of the mechanism by which oppression inhibits self-esteem is the phenomenon
of insecurity. Insecurity is a touchy concept. It's kind of like racism, we don't want to talk about
it. But it, like racism, needs to be talked about because it's a powerful force in our performance
and in our treatment of others. Insecurity causes us to believe we "can't" and prevents us from
recognizing our own power.
We are often unaware of our own ability to cause pain and equally unaware of our ability to
contribute positively to other people. Insecurity is the result of an identity based on denial and
fear of one's own unquestioned and unquestionable urges and programming. This leads to a
persona which projects a certain kind of self-assertion, what one of the Bexley freshmen
described as "overcompensating confidence."'" "Overcompensating confidence" - fear of oneself,
is closely linked to self-hate and to externalization of internal conflicts. According to Bob
99 Pedagogy of the Oppressed, p. 128.
100 Han-Young Huang.
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Kegan and others, self-dislike and self-mistreatment observed in clinical settings among
"normal" (not mentally ill) populations is reaching a startling level of pervasiveness. Self-
hatred produces other-hatred, self-fear produces other-fear, self-abuse produces abuse of
others.
Our inability to forgive ourselves and one another for our shortcomings in an age of technicolor
computer-generated perfection produces an inability to forgive others for their contradictions of
our values, our aesthetic, our way of knowing. And racism perpetuates beliefs in superiority and
inferiority which sanctions the ignorance and fear that breed contempt, intolerance, and
hostility. Forgiveness seems passe.
Security and "accepting confidence" are the result of serious self-inquiry in a context of explicit
and attentive support. In a context in which there are no confirmations of the value of the self,
it is unlikely that self-inquiry will produce a greater acceptance of self and others. There needs
to be an alternative "input" to the context of graphically reinforced expected "perfection" -
based on a single aesthetic and value system. Just "thinking about stuff" one one's own isn't
going to do it. Only by acquiring vision and ideas to compete with the messages we receive from
television and the rest of popular media, can we begin to value ourselves and open our
consciousness to others. Community has the capacity to provide an alternative input because
the group can together create and legitimate new norms, standards, and new mechanisms which
can be sources of self-esteem.
2.6. Rights and Responsibilities of Citizenship
Jefferson [believed that] political equality can only be effective in a republic
where the citizens actually participate. "The further the departure from
direct and constant control by the citizens," he said, "the less has the
government of the ingredient of republicanism."
...small republics would guarantee the health of the large one. In such a
society, Jefferson's injunction "Love your neighbor as yourself, and your
[community] more than yourself" could have an immediate meaning to the
citizens. But Jefferson feared that "our rulers will become corrupt, our people
careless." If people forgot themselves "in the sole faculty of making money"
[(individualism)], he said, the future of the republic was bleak and tyranny
would not be far away.10'
101 Habits, pp. 30-31.
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In America we seem to have lost the notion that rights and responsibilities are inseparable. At
MIT, students have no social responsibilities at all. According to the Report by the Freshman
Housing Committee, a basis for their recommendations is "to build a sense of Institute
Citizenship." Although I am unclear on what this means to its authors, it seems that both
building community and requiring students to address issues of social responsibility.
Most people, our staff included, shy away from the idea that an activity such as our discussion
groups should be made mandatory. Theorists claim that people should only participate in such
an activity by choice, because only those who are willing will make the commitment necessary
to produce change. It occurs to me that using the formulation suggested by these theorists in
saying "only he who is ready..." may be unnecessarily supporting the excessive individualism
which prevents communication and permits us to treat each other so poorly. Some corporations,
including Oracle Corporation, are beginning to require employees at all levels to participate in
retreats and team-building activities. Since corporate America (and Japan) have discovered
the potential of such activities for enhancing communication, morale, and thereby
productivity, they have not hesitated to build it into their managerial environments.
Neither our educational institutions nor our society demand anything proactive of individuals
any more. We have laws inhibiting actions, but the only pro-active law is filing taxes. But
early American theorists knew that actual participation was as important as the "right" to
participate. It is not unthinkable that there be mandatory participation in certain activities
as a requirement for citizenship at MIT. Students' rights to a "free"
self-directed and self-disciplined experience
requires that they consider how to use their freedom
responsibly. We might require participation in an
ongoing discourse about the nature of responsible
freedom. All MIT student-citizens should be
actively involved in thinking critically and creatively
about both their rights and their responsibilities.
This activity should not be optional.
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In addition, it makes a great deal of difference how a mandatory activity is presented and how
it is "enforced." For the pilot phase of the project, we used the word, "expected." Neither
"mandatory" nor "voluntary" have been used. We are hoping that over time, these activities
will be enforced by social norm in the community. Reluctant freshmen will be encouraged by
upperclassmen and other freshmen who found the experience useful and important to their
participation in the community.
2.7. The State of the Art
When I first started writing the proposal for this project I was advised to research "the state of
the art." At the time, I interpreted this to be what other universities did about the problem. I
talked to people at seventeen different colleges and universities. The standard type of
intervention is peer counseling hotlines, which are almost everywhere, Harvard being the
leader with five different hotlines.
A newer and less common intervention is a variety of mandatory or voluntary workshops or
classes for freshmen which address a range of issues, from "adjustment" to "racial, ethnic,
lifestyle, and value differences." The classes offer academic credit. Some workshops, such as
BU's lecture series, offer incentives in the form of tickets to a boat party, which managed to get
the workshop to reach thirty-three percent of the freshmen. (I consider that number to be
abysmal. BU is quite proud of it.) Several schools are extending "orientation" into a "retreat"
in which intensive work is done on diversity, adjustment, etc.
MIT devoted several hours of orientation this year to a "diversity/community" workshop for
the new freshmen. But the timing of this workshop was problematic. It began within 3 hours of
their first arrival on campus. The ability of students to be "open" to such difficult issues at such
a time is questionable. As one of the facilitators for this event, I became aware that the timing
of the event made it almost completely ineffective. Freshmen in the first week can hardly
focus their eyes, let alone open up to new personal challenges. While it is valuable to set a
high standard and to give at least serious rhetorical attention to these issues from students'
first induction into the community, education research posits that resources are most effective if
invested in a forum which was is capable of being a safe forum, ongoing, peer-based, and
appropriately timed.
All of the schools I researched had some form of residential system such as graduate residents,
similar to our own. But two schools have made some unique moves with such programs. Their
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programs are remarkably similar in structure to the Bexley Coordinated Freshman Program,
although they do not share our explicit commitment to community-building.
Yale's Freshman Counselor Program is run out of the College Deans Office. The counselors is
mostly seniors and a few juniors, who are "in charge of orientation and the freshmen." There
are 79 general freshmen counselors and eleven "ethnic counselors." They live with the
freshmen. There is one head counselor per college (what they call a dorm) and then other
counselors with a ratio of one counselor per ten to fifteen freshmen. The counselors do academic
advising and informal peer counseling. Each counselor meets with their freshmen weekly to
discuss their academic work, "what's going on," etc., in the form of a study break. The person I
spoke with was not sure if this study break was "mandatory" or not, but said "well, the
freshmen go, whether it's mandatory or not...Each counselor probably handles that on their
own...They're allowed a lot of flexibility."
The counselors are "on-call" 24 hours a day and must remain on campus throughout the weekend
during the first month of school. They are paid by waiving the charges for their room and half
of their board. Each counselor is also given a fifty dollar "entertainment allowance" per year.
According to a representative of the deans office, the counselors "do a good job, take the job
seriously...It's very time consuming." The head counselors meet monthly with the Dean of
Student Affairs and weekly as a group within each college. All of the counselors meet as a
group bianually with the Dean for Student Affairs.
Training is one week of all-day sessions discussing security, policies and procedures, but no
human development issues. All such "problems" are referred to the dean. The counselor is often
an advocate and go-between with a student and a dean. At the end of the year, "the Counselor
submits written reports describing each counselee's freshman year." The main goal:
"To be here for students...to lead in the right way."02
Brown University boasts four peer counseling programs under the Office of Residence Life. The
Resident Counseling Program's staff is mostly sophomores in the ratio of one counselor to ten
freshmen. Their responsibility is first and foremost to help with the transition from high
102 Yale College: The Freshman Counselor Program 1990-1991, booklet produced by the Yale College
Dean's Office. All other quotes this paragraph from conversation with staff member in Dean's
Office.
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school to college and to carry out a philosophy of Brown: "Living in a diverse
environment with pluralistic values." They do outreach on five
issues: racism, sexism, homophobia, classism, and religion. They run interactive format
programs with speakers from within Brown. The Women Peer Counselors are sophomores,
juniors, and seniors who direct their attention to freshmen. They work with issues pertaining to
women. They do advocacy for women and support for women and are available to help men
with questions. They also do several interactive format programs per year on issues including:
eating disorders, date rape, relationships, and birth control.
The Minority Peer Counselors are sophomores, juniors, and seniors who focus on "third world
students." They are trained in the main counseling issues discussed above as pertain to people of
color. They put on programs and help with the racism programming of the Resident Counseling
Program. The Residence Advisors are mostly juniors focussed on sophomores. This is a new
program starting in 1990-91. These counselors provide support and attention for sophomores.
The program is a response to the recognition that sophomores face a new set of issues and a
reduction of attention and services.
The counselors provide peer academic advising to augment faculty advising. They also provide
programming in the dorms both for social events and on the following kinds of topics: Choosing
a major, Where are you with racism issues?, Relationships, Where do you go from here
socially? All of the counselors in all four programs are "Specially trained in
confronting behavior oppressive to groups and
gaining a dialogue with students." The attitude with
the freshmen is that they need to begin to
explore these issues (racism, etc.) and they should
be uncomfortable with them and that it is o.k. to be
uncomfortable.
Recently, I spoke with a friend who was an undergraduate at Princeton. Evidently they have a
similar program for freshmen in the freshmen housing, before the "elitist madness" with eating
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clubs begins in the sophomore year. The freshmen are randomly assigned to housing and to
"clusters" led by an upperclassmen residential counselor.
It is interesting that all three of these aggressive programs use upperclassmen instead of
graduate students as peer counselors, although the job description seems very close to that of our
own graduate residents. Why are graduate students the obvious answer to residential
counselors at MIT while elsewhere undergraduates are that obvious answer?
My search for the state of the art was not complete. The search also needs to ask the question,
"where at MIT are there communities which provide a sense of belonging and connection, which
are sources for solid self-esteem with integrity, and which are genuinely inclusive? What is
the state of the art in providing these goods for MIT students. What works?" I explored
several campus communities:
EXTRACURRICULARS
Many extracurriculars, The Tech, The Technique, AI.( (a coed, inclusive service fraternity),
and the various ethnic students organizations (LUCHA, BSU, KSA, CSC, etc.) are inviting and
welcoming to all students and provide their members with a context for meaningful action
which will be valued by a community of peers. Such organizations are a valuable resource, but
they are not available or accessible to all students and cannot be relied upon to "pick up the
slack" in the Institute's programming.
PROJECT ATHENA
Project Athena, the campus-wide computer network which allows students to communicate via
electronic mail or even in real time via such programs as "zwrite" provides a unique sense of
community. Who does it work for and why? One group who it works for is the socially
inexperienced or fearful student who turns to the computer as a comfortable and safe companion.
Via the computer screen he can "say things he wouldn't say otherwise" and communicate with a
huge network of unseen companions. He can easily "subscribe to mailing lists" (join societies)
who share their short stories or update one another in great detail, for example on their
analyses of the latest episode and possible future of Star Trek. He does not have to walk into a
room or address anyone face-to-face to become a full and contributing member in an enthusiastic
and intellectually stimulating society. He does not have to play any "social games." He can
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"send out" a story he has written to a "mailing list" of people with similar interests without
any need for the show of modesty which he may not have mastered. He knows they will likely
be interested but that he is not infringing on them if they are not.
The computer societies have interesting qualities. Each shares a common interest or set of
interests to which all are voluntarily committed. Participation, while not anonymous, is
faceless, enabling a level of risk-taking which might not occur in a face-to-face interaction. In
electronic communication, responses are given voluntarily and are separated from stimuli by an
unspecified length of time, enabling them to be less compulsory and form-bound (therefore,
perhaps more sincere). According to some users, this electronic communication is more genuine
and of a higher quality than most face-to-face communication. These users are aware of the
loss of richness (bandwidth) of electronic communication; in fact they are perhaps more
sensitive to the contents of communication than others. The writing style in electronic
communications is very subtle, words are chosen more carefully than in spoken dialogue. While
standard letters often contain "filler," electronic communications are more condensed, more
"efficient" than a phone call or a regular letter. The time element is different. It is not sent to
"maintain a friendship" or "keep one another updated" for it is often sent between people who
see each other on a daily basis anyway (exchanging cordialities face to face, rather than
electronically) or between people who have never met, so have no sentimental communications
to maintain. It is itself a primary medium of relationship, not secondary to face to face, thus a
complete source of relationship resources.
This class of society exists and is sustained because it works. It adequatly meets a need for
people more comfortable with a computer and an agenda than with a live person and the
cultural necessity of "small talk," humility, conversation codes. The liveliness and intensity of
the communication in these socieities may be competitively attractive even to students who are
comfortable in face-to-face interactions. My observations of these communities is that they are
very inclusive, often havens for people who suffer discrimination in the larger society. These
communities are responsible to the human needs of their members. For example, I once hard
that somebody was very depressed. When he alluded to suicidal thoughts in an electronic
communication, several members got together and went to find him physically. The care and
closeness that are developed "over the net" are astounding.
While Athena has been criticized for not meeting its initial mission as an educational
computing system, it is serving another need. It provides a sense of belongingness and an
opportunity to contribute which is appealing and appropriate to MIT students. Whether it is
the best possible such forum or simply the only available one is unknown. But the
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preponderance of non-curricular "low-level" usage (i.e. mail) indicates that there is a social
need which Athena somehow serves.
PROJECT INTERPHASE
Project Interphase is the academic orientation and preparation program for students of color
which is offered to freshmen during the summer before their first term. According to a recent
participant, Interphase accomplishes two important things: First, a reality check: "I found out
that other people have trouble too, and even that I'm even pretty good at some things." The
student I spoke with, one of the Bexley freshmen, says that compared to Interphase, even our
program doesn't provide much reality-check, which he sees as a major factor in adjusting his
self-expectations, which in turn have a large effect on the quality of his performance. (When
he is discouraged it is much harder to work.) Secondly, "they make you work in groups which
makes you learn to be able to ask for help, because you can't make it through MIT without
asking for help." This student acknowledges that asking for help was a new thing for him and
it was an important skill to learn. Now, it's easy to ask for help, and he sees how his
performance would have suffered had he not known how.
Interphase also provides a sense of community for its participants which builds relationships
through academic, social, and residential interactions (all participants live together for the
summer). Interphase helps participants work together in a non-competitive way while
preparing them for the challenges to come. Importantly, most of the staff of Interphase are
prior participants. They have credibility due to the fact that they have recently been through
the same thing the participants are approaching and they are approachable because they are
not much older than the participants. The community sustains itself and produces its own staff.
It is a community of -continuity, tradition, and inclusivity - participants from previous years
have an ongoing role. The community is focussed on the academic mission. The social
community is built around this shared mission of
academic excellence.
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THE FRATERNITIES
Another source of community deserves mention. Although they do not meet the criteria for
inclusivity and social responsibility, the fraternities do have sophisticated techniques for
generating affiliation, loyalty, and 100% involvement, participation, and contribution among
members.
A fraternity member, when hearing about our program for the freshmen commented, "well,
sounds like you're inducting a pledge class." He noted that we used many of the same
techniques for helping people to get to know each other and for fostering cooperation and
contribution. On the issue of tutoring, he noted, "when we first give pledges the tour of the
house, introducing them to the brothers, we say, 'and he's a math god' or 'he's the course six
guru.' " On the issue of academic cooperation, the elder brothers model the desired behavior,
but "if the freshmen haven't picked up on it and aren't working in groups, we certainly tell
them to - it's the only way to make it." Houses usually have a "bible room" which provides a
valuable academic resource to all members of the house. There is a tradition for upperclassmen
to donate their course bibles in an effort to help younger members.
The house plays an advising function, even if it does not have official residence-based
advising. Certain upperclassmen review the academic performance of the freshmen and
respond. (What "response" is varies from house to house.) A mechanism used by the
fraternities which closely echoes our associate advising system is the "big brother" program.
Every freshman is assigned to a "big brother" in the house. This is a mentoring relationship
that is explicitly designed to become a close friendship. The big brother program fosters
community by helping freshmen become close to an upperclassman and get to know his
roommates and friends. This program fosters close relationships between members of different
years.
Group discussions are also used as a means to build community. House meetings are a context for
group problem-solving and foster a mutual-aid approach to individuals' problems. House
meetings for the whole fraternity are held once a week. In addition, the pledge class meets as a
group for an additional weekly meeting. The pledge class meetings serve three purposes: first
they help to build strong relationships among the members of the pledge class, "to bring the
pledge class closer together;" second they are a forum to address the unique problems and
concerns of the freshmen members and to foster mutual-aid "we're all in it together;" finally,
they are a mechanism for the elder members of the house to transfer important information
The Intervention: Building Community
about tradition, expectations, and techniques for meeting the house's expectations and coping
with MIT.
At fraternities, as in the Interphase program, building community serves both the academic
mission which all the members share and the fraternal mission - loyalty, brotherhood, mutual-
aid. And the fraternities use many of the mechanisms that we designed independently at
Bexley.
2.8. Landmarks
For the purposes of analysis, it is necessary to make precise and explicit descriptions of what
we are looking for. In this summary, I provide a conceptual connections between "the concerns"
and the "capacities of community" in order to produce a set of "landmarks" which will be used
as the basis of the analysis chapter . Please keep in mind that it is inaccurate to chop up the
descriptors of community into categories like this, and it is only reluctantly done here.
The following outline presents the organization of the analysis chapter. The first section is
about the "sense of community" whose loss is mourned by the Carnegie Report. Then I translate
the three concerns: self-esteem, alienation/isolation, and intolerance. Under each concern is a
description of the landmarks, with the landmarks in bold italics. Finally I set out criteria for
competent community. The brief descriptions accompanying the landmarks are sketchy
suggestions of the fuller descriptions presented above in this chapter.
THE "SENSE" OF COMMUNITY
What does community look like? People being friendly, emotionally warm toward one another,
expressing pleasure in being together, people seeming comfortable in the group. The group is
used as a source of group identification and safety. Community feels like "home" to members.
They are at home, they are safe, they feel that they belong. This can be described as
affiliation and appreciation of the group.
COMMUNITY AND SELF-ESTEEM
Becker's description of the purpose of community, "to provide the individual with the
conviction that he is an object of primary value in a world of meaningful action" is the capacity
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of community which we hope to bring into being.1m By creating a context in which contribution
is valued and in which members thus perceive their contributions as valuable, makes
accessibile feelings of value and self-worth. Pride in oneself, and in one's environment and
group, result in the willingness to, or even an imperative to, take responsibility for the
condition of the group and the environment. So we look for participation, contribution, and
responsibility.
According to Lawrence Shulman, Professor of Groupwork at the BU School of Social Work and
author of The Skills of Helping Individuals and Groups, working through and discussing
problems and experiences in a group setting is superior to individual counseling because members
can discover commonalities between their experiences and can offer one another strategies for
dealing with problems. The group experience also provides "reality-testing" as members
respond to each others' perceptions, hypotheses, and plans. Reality-testing is possible since
the group members know that they have common experiences and thus trust one anothers
opinions. These goods that group members provide one another are summarized by Shulman's
phrase, "mutual aid." Some of the capacities of peer-community are providing members with
mutual-aid and reality-testing.
COMMUNITY AND ALIENATION/ISOLATION
In a community which is attentive, familiar, and open, in which members are willing and able
to look beyond themselves, it will be more difficult for any individual to become isolated. The
alienation that results from low self-esteem and low contact with others will be reduced
through contact and "reality-checking." Thus we look for a community that is attentive to its
members, in which people take care of each other, and we look for members who are
"networked" or "linked in," again participating in and with the community, one sign of which
is comfort in the group.
COMMUNITY AND INTOLERANCE
A competent community has no problems with intolerance; intolerance is a sign of quite
degenerate society. Inclusivity is a key capacity and criterion for competent community. If the
community is open and caring and engaged in discourse, it must not exclude or suppress any of its
members and it must not be insular. Valuing one another's contribution will also lead to a
103 The Birth and Death of Meaning, p. 79.
The Intervention: Building Community
willingness to question assumptions about fellow community-members who challenge one's
extant way of knowing.
In addition, such a community will address conflicts (both internal and external) in inclusive
discourse, in which all members have voice, conflict is sustained, and mutual respect (via
listening, etc.) is pervasive. A mature community will make decisions based on a consensual
process resulting from inclusive discourse.
COMPETENT COMMUNITY
Competent communities face their conflicts, are able to question their own borders and confront
their fears as necessary in order to live up to their principles. A community which is about
democracy or justice will have to push itself to really have integrity around these goals. A
competent community also realizes that the future belongs to all the members, and therefore
makes everyone a part of the decision-making about the future. In order to deal with these
issues, communities engage in inclusive discourse in which everyone has voice, and the members
believe in the validity of what one another feel and think.
3. THE STORY
3.1. Narrative
FIRST TERM: THE FRESHMEN ARRIVE
The staff team of nine agreed to "be around" during rush week to dilute the traditional
atmosphere of hostility. Tim, Joost, Fred and I were particularly present, helping with
temporary rooming, giving tours, hanging out at the desk during the day, and having ad-hoc
barbecues in the courtyard at night. We paid attention to the temporarily assigned freshmen
and greeted visitors coming to look at the dorm. This is all pretty unBexley behavior, being
friendly to visitors and all. Some of us were upset by some typical Bexley hostility that could
be construed to be exclusive and racist, such as a resident yelling out the window of the desk
"GO AWAY!" to some approaching freshmen (apparently seeking a tour) - freshmen who
happened to be students of color.
We made sure that visitors received a copy of a handout which had a traditional description
of Bexley on one side and a description of the new program on the other side. I don't know why
we had this handout. It seemed to be the thing to do. Bill brought it up in one of our staff
meetings and then Fred and I wrote it but I don't know why we felt that it was the thing to do.
It seemed perfectly natural, but now, when I look back on it, I really wonder. Jory Bell, a fifth
year Bexley resident, pointed out in a recent housemeeting that in the same way that we
attempt to deter people from discovering that Bexley is architecturally a nice place and hope
that people don't decide to live here because of the proximity to the Institute; in the same way
that we emphasize the people rather than the facilities, we should not mention the program
as a facet of Bexley. In retrospect, I realize that being friendly and handing out advertisements
of the new resources was really antithetical to Bexley tradition. The house has decided that
this will not be done next year.
One of the first events during Rush/Orientation week this year was a community/diversity
workshop, immediately following President's Convocation in Kresge Auditorium. Bill and I
agreed to get together some of our staff to facilitate one of the "small group" workshops - of
forty freshmen. We were very skeptical about the plans for the workshop because of the large
size of the groups and the fact that the students would have to walk a long way from the
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convocation to the workshop locations (spread all over campus) and we wondered if any of them
would actually make it. The timing was also bad because we were attempting to work on racism
and prejudice with forty terrified college freshmen who had just arrived on campus two or three
hours before. But we were surprised and encouraged by the results of this event. Almost all of
the forty showed up and were surprisingly open and willing to discuss the sensitive issues.
Also, fresh MIT freshmen are enthusiastic and articulate about their experiences - although
they cease to speak in this way after a few days or weeks on campus. The workshop inspired us
in our anticipation and plans for the Bexley freshmen.
We requested that the Dean's office leave twenty housing slots open for freshmen in Bexley
this year (a slight increase), so that we would have a significant population to work with in
the new effort. Due to heavy demands on the campus residential system, Bexley was "crowded"
for the first time in years. We had a total of 26 freshmen. Fourteen of these were first choices.
We had two crowded rooms (doubles that were made into triples). Both were uncrowded for the
second term. One freshman moved out within the first two weeks (uncrowding a third crowd).
Another moved out after the first term. The remaining 24, even those who were originally
miserable with their housing assignment (about 3), now like living in Bexley and want to stay
here.
I helped with the housing assignments as the permanent freshmen arrived. Some rooming
conflicts were solved on the spot by Joost. We comforted a few of the usual tearful types who
had put Bexley as their eighth choice on the housing selection card. (Historically, it is not a
popular place with freshmen.) As I gave the incoming freshmen room keys, I also assigned to
them an associate advisor from the house. Most associate advisors had two advisees, although
a couple had three. Except in the case of one advisor who wanted female advisees, I consciously
produced both racial and gender mis-matching between advisors and advisees. I chose to do
this because I had heard arguments for both matching and mismatching, none of which had
been conclusive to me - the tradeoff of shared language/tradition versus producing diversity
experiences was settled for this year in favor if diversity experience. All night, the advisors
came in often to check if they had advisees yet and seemed excited to meet them. Many of the
freshmen did meet their associate advisors that first night.
The next morning, Tim and I dashed all over the Institute picking up the advising folders from
the assigned advisors so that Bill and the associate advisors could do the advising for
registration the next day. One of my favorite episodes was an ocean engineering professor
whose third floor office looks out directly onto the Bexley courtyard. As I stood in his office
politely explaining that one of his advisees had chosen to live in Bexley, he laughed nervously
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and pointed, "He's going in there? Oh dear..." Then, when I went on to describe that we are
trying to build community by having residence-based advising, he shook his head and, peering
at the "Fascists Die" banner, repeated, "You're going to build community in there???"
Continually during the first week after the freshmen arrived, I introduced them to one another.
When I would be talking with one and a group would come along I would make sure they had
met and knew that each other were freshmen. I would often encourage one to join a group of
other freshmen to go wherever they were going. I think this facilitated the freshmen getting to
know each other and finding themselves a cohesive group, rather than feeling lonely or not
recognizing that other people were freshmen. It helped them to recognize one another as
potentially just as disoriented as themselves.
We introduced the program to the frosh during Book Night at the Housemasters' apartment.
We discussed the various components of the program and the reasons for them. We passed
around a sign-up sheet for the discussion groups. The sheet organized groups by day and time,
not by which graduate resident would be facilitating which one. We requested that roommates
choose different discussion groups. In response to the question whether the discussion groups
were mandatory, we answered "of course not, because we had no power to enforce that," but we
hoped that they would "try it." We said, "we are offering it because we think it might be
useful, and we would like you to try it before deciding it is not useful."
During the first week of tutoring there were lots of office hours to get people familiar with the
availability of tutoring. These hours were not used, presumably because people didn't need
tutoring yet. Joost began to publish a weekly "Tutoring Information" flier in a different color
each week. The flier lists all of the office hours and all of the tutors with their courses of
specialty and room and phone numbers so that they can be contacted for tutoring by-
appointment. The flier is posted on walls and distributed to the mailboxes of all freshmen and
tutors.
The first meeting of the discussion groups occurred the same week. Some of the graduate
residents made efforts to get to know the freshmen in their discussion group before the first
meeting. One of the groups refused to leave when the facilitator called the end of the hour of
their first meeting. They stayed for another hour, and then a few students stayed to talk some
more. The initial topics ranged from the experience of Residence/Orientation week to concern
about the accessibility of a mall at which to go shopping.
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ONGOING WORK
As the semester progressed, we fine-tuned the tutoring, advising, and discussion group functions
and worked with individuals. I made a commitment to leaving my door open at all times when
I was at home and speaking to people as they passed by. I live on the first floor so everybody in
the entry passes by on their way in. Since this entry has no common space, I thought I would
turn my room into a "lounge." I encouraged people to feel comfortable just wandering in and
plopping down, and now this does occur regularly. Almost every day at some point, three or four
students can be found at once in my front hall or living room. This is in addition to those who
come in alone to talk. When people come by and see somebody hanging out here, they come in
too for a moment, to say "Hi," to air frustrations, or to talk about something they'd done.
Over the first few weeks the core staff noted an unusually high level of contact being initiated
by freshmen. For example, Bill noted freshmen knocking on his door to ask very mundane
technical questions about registration. Two freshmen knocked on my door at midnight one night
looking for a tutoring schedule. We were thrilled with these instances of contact because they
indicated to us that we had fostered in the freshmen a very high expectation of service and
attention. They did see us as available, accessible, and at their service. This was such a huge
change from the prior year, when the graduate residents and housemasters barely knew which
were the freshmen and the freshmen had no idea that there was anybody to call on.
The fact that we convinced them of our availability from very early on had some interesting
effects. They never experienced themselves in an
uncaring environment. They got lots of attention from Institute
programming during Rush/Orientation week and then moved into a residential environment
with people actively attentive to and concerned about them. Insofar as our efforts to be
accessible and available succeeded in preventing alienation at the hands of a dehumanized
uncaring environment, we are thrilled. However, it produces an interesting political result.
This is that the students didn't experience the alienation and therefore don't appreciate the
difference offered by our environment. Since we aggressively encouraged them to expect a high
level of service from us, they may take this expectation with them across the street and fail to
be alienated by the bureaucratic techniques there. These freshmen may approach the Institute
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expecting the same level of service that upperclassmen eventually come to - without the period
of alienation and experience of bureaucratic dehumanization suffered by those of us who went
through a freshman year that demanded aggressive self-sufficiency in all environments (home
and Institute) while communicating our insignificance at every turn.
Freshmen and associate advisors became in many cases fast friends. The associate advisors
have signatory power for add/drop cards so freshmen rarely felt the need to consult the faculty
advisor. This meant that they never needed an appointment to get advising trivia
accomplished; they could just drop by the room of their associate advisor. Many advisor-
advisee pairs pass one another daily or run into each other at the desk. At Bexley, the
proximity of the faculty advisor - just down the stairs for some freshmen, across the courtyard
for the rest - makes him much more available. They see him coming home in the afternoons and
speak to him informally in the courtyard. He is more familiar and accessible, even if still
intimidating - definitely an improvement over an advisor seen only by appointment in his busy
office. This level of contact and comfort is an incredible increase over the usual advisor-
advisee relationships. In the regular Institute setup, it is unlikely that a friendship would be
formed between associate advisors and freshmen. First, there is the physical separation which
makes all contact necessarily formalized and prearranged. Second, each faculty advisor and
each associate advisor has six to ten advisees, so they are understandably less committed and
less available to each individual advisee.
The discussion groups had mixed outcomes over the first term. Two of the discussion groups had
almost perfect and consistent attendance and enthusiasm throughout the term. These groups
often lasted longer than the designated hour. Participants in these groups describe that they
"really clicked" as a group and really like each other. The facilitator of one of these groups
described his group as "very picky about attendance - it's really important to the group that
everybody attend." Another group shed all its females and was the basis of strong friendships
between the remaining male members. (Some of the fled females joined other groups.)
According to the group facilitator, although he was sorry to lose members, he was pleased with
the opportunity to provide a "safe place" for the male members to talk about and question issues
that they might not have the opportunity or motivation to discuss otherwise. Asked for more
information on what was special about this group, he replied, "We could talk about girls!"
Two freshman women were frustrated by their freshmen discussion groups and refused to attend.
I empathized with their feeling that they were "beyond that sort of thing" although they
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thought "it was a good idea for other people." I offered them the option of attending an
upperclassmen women's group. Both agreed and enjoyed this group much more. They "didn't
need the kind of support to which the freshmen groups were geared," but benefitted from the
opportunity to engage with more sophisticated issues in the women's group. The fourth
discussion group had a very hard time getting going. It may very well have been the mix of
people: all very quiet and hard working who may have shared a level of shyness which
repelled them from the activity. For the first few weeks, a critical mass just never showed up,
although those who did formed close relationships with the graduate resident. Halfway
through the term the facilitator made an effort to start over, requesting that each member
attend the next four meetings - "just to try it with everybody there." This worked to some
extent, the group continued to be inconsistent through the term. In the second term, this group
"clicked" and became consistent and enthusiastic.
The discussion groups were all very diverse, partly because our freshmen were so diverse. Out of
twenty-five freshmen, we have only two American white males. We have more than our
statistical share of international students. Half the freshmen are women. We have African-
American, African, and Caribbean freshmen, as well as Latino, European, Asian-American, and
Native American. One comment from one of the discussion groups addressed the issue of cross-
cultural learnings: "They want to hear all about the town I'm from, and we all love to hear
about Mark's little island."
There were three upperclassmen discussion groups during the first term. A fourth petered out
after the first meeting. Two of the groups were women's groups, one led by the housemaster's
wife and the other by myself. The housemaster led the third group, a coed group, composed of
an extraordinary mix of upperclassmen, ranging from highly political and loud long-time
community-members, to long-time quiet ones, to some recent transfers into the dorm.
A major challenge with the discussion groups, both freshman and upperclassmen, was that the
purpose is to provide a safe and stable space - the benefits of which are self-selling once people
experience it - but it is very hard to get people to try it. Such situations are intimidating to
some people and predicted as boring or unuseful by others. In addition, there was some stigma
associated with the activity this year. However, some of the students are so enthusiastic in
their support that there may be no stigma next year. In the literature and teaching on group
facilitation, facilitators are encouraged to be very aggressive about encouraging members to
come, calling repeatedly and contacting them, sitting down with members individually to talk
about the group and the individual's concerns. The level of contact and encouragement we put
into place drove some people away. We don't know how many people came as a result of the
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high level of contact and we don't know how many people we permanently pissed off and turned
against the program and staff simply by bothering them too much on this one issue. There were
some very adverse reactions from some upperclassmen and a few freshmen who said that we
"should just make it available but don't harass people." From my point of view, there are some
people for whom the aggressive contact might be necessary to make them comfortable with
going. (To let them know that their participation will make a difference, that it's not an
intimidating environment, so that they will already feel that they know the facilitator before
going so it won't be all strangers.) Unfortunately, those for whom this was the case either did
not remember this or were not willing to admit that they had ever been that way. This returns
us to the theme mentioned above that the "close holding" of the program (high level of contact
resulting in successfully convincing the freshmen that we were accessible, available, and
caring) enabled people to feel cared about from the very beginning. But since they take this for
granted, they are then able to complain and denounce us for "babying" them. We wonder if all
of those who complain in this way would have had the courage to even speak in the forums in
which they have made these complaints (house meetings, flame sessions) or if they even would
have attended had it not been for the close holding which they so scorn.
Actually, however, it may be alright that the program will be less aggressive next year. There
will be the force of community norm, modelled and encouraged by this year's freshmen, which
will encourage the new freshmen to utilize the program. We did not have that this year.
Instead, most of the messages they heard from upperclassmen were skeptical or critical of the
program. So perhaps the peer encouragement and norm will make up for the reduction in
aggressiveness in intentional staff contact.
During the first term two freshmen were inducted into the tutoring system as tutors. One of our
freshmen ended up tutoring two of his classmates frequently. The upperclassmen tutors were not
as helpful as he, in the opinion of the tutees. But they felt uncomfortable asking him for help
all the time. All three parties ended up telling me their stories in private. I asked the tutees
if they would feel better if he were paid: they would. I asked him if he was willing to tutor
more formally: he was. Joost arranged for the freshman to tutor by appointment and be paid
just like the rest. In addition, one of the international freshmen got paid to tutor upperclassmen
taking courses in his native language.
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The dean's office graduate resident training in conflict mediation (which I attended) came in
handy for several roommate conflicts. 04 Halfway through the first term there were three
serious roommate conflicts that talked their way through my room. I assisted the parties in
taking responsibility for the problem, prioritizing their needs, deciding what they wanted to
do, and agreeing to a course of action. I acted as a go-between. I helped the parties to contact
the rooming chair and to locate rooms for the next term. One of the parties was going to move
out of Bexley because of the conflict and did not feel tied in to the Bexley community. I helped
this person get into a freshman study group and others encouraged him to work desk. By the end
of the term, the student had decided to stay in Bexley and felt that he "knew lots of people."
My work in this and other such cases is described in more detail below. In all cases, I use the
pronoun "he;" I choose this consistency to mask the identity of the people involved
A roommate conflict: I talked with both, was careful to be sympathetic to both but not to align
myself with either side. I offered to help them delineate an agreement with specific rules for
both to live by, but they never took advantage of this. Evidently they both did trust me as
unbiased because when it came to a head they each came to me separately. They both wanted
out of the situation, but neither wanted to move out of the room. I stated my position: "Neither
one of you is right. I have listened to both and there have not been any gross violations on
either side, but both sets of complaints are entirely valid. The only fair solution is for both of
you to move out, but that is clearly unnecessarily harsh. I can't decide this. How can the two of
you work out a solution that feels fair, since neither of you is 'right?'" I facilitated a successful
negotiation between them which was satisfactory to both. By utilizing me to run offers back
and forth, neither lost face, and both got satisfactory results.
The housemaster informs me that a student is in academic trouble and needs to get connected up
with the house tutoring resources and also needs some help with motivation. He also tells me
that it is unlikely that I will be able to "get through" to the student because of the student's
cultural beliefs. I decide to try anyway. Over a period of three or four interactions, I manage to
build some trust with the student. We make a deal about study arrangements and he respects it.
I think I managed to prove that I was capable and worthwhile. Later, this person comes to me
and confides that they have been subject to some racial harassment. I explored with the
student his position in terms of identity, identification with the racial group, and his
willingness to talk about racial issues. The student was not ready to talk about these things and
1 I have also taken Larry Susskind's 11.550 "Bargaining, Negotiation, and Dispute Resolution"
course.
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was unwilling for me to talk to the offenders. I respected this request, knowing that if I did
talk to them, the victim would suffer more as a result of their offenders' anger at being
confronted. I consulted with friends of mine from the student's racial group about how to talk
with the student about the issues. I encouraged the student to speak with leaders in his
community about thinking about and dealing with such harassment and the associated racial
identity issues. I responded to the student's need - to find another room for the next term. I was
concerned both with helping him to address the immediate need by facilitating a change in
circumstances and with his own development by speaking with those who could advise him and
putting him in touch with role-models who could challenge him to take the next step in terms of
his own identity and development.
Again, a student of a different background than myself. The student was always very busy and
seemed unresponsive to my efforts to make contact. I made assumptions that the student was
OK. I was very upset when I discovered that I had made assumptions and that I was totally
wrong. I worked hard to build the relationship at a late date. The student was very depressed
and having terrible roommate problems, and was planning to move out of the dorm. I helped
the student to find a new roommate in the dorm, to set them up with a study group in the dorm,
and to help them make friends with some other freshmen. The student has decided to stay in
the dormitory. In our most recent conversation, I told him how good it made me feel that he
seemed to be doing better and that he was feeling more comfortable in the dorm. Unexpectedly,
he turned to me and said, "you make me feel good too."
A student who seemed isolated and depressed. The core staff was concerned that the student
was not using any aspects of the program and seemed not to be comfortable or close to any
freshmen or any other residents. I worked really hard to convince the student that I was both
trustworthy and available. But he would would say, "yes, I'll be there" and then not show up,
etc. I was getting really fed up with him. I felt like I was really trying (making an extra
effort) and I was just getting walked on. But then I realized, we aren't entitled to a response.
Metaphorically, our job is to stand there saying "I'm available, I'm here, I care, you can come by
anytime," regardless of how the student is behaving. Just because a student doesn't respond to us
does not mean that we stop offering, that would undermine our intention to appear trustworthy.
If we are truly trustworthy, non-judgmental, and available, then we do not react to how
students treat us. This was a big learning for me. I think I knew this principle already, but I
had to experience it to really understand it. So I just kept acting the same way toward this
student. Eventually he did come talk to me on several occasions and was much more trusting and
open than I expected, so it seemed that he has come to trust me. Although I remained concerned,
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it eventually became clear to me that he was comfortable with me and I held some hope that if
there ever was a problem that I would be included in dealing with it. Second term, this student
commented to me that he was thinking about transferring to another school. He said that the
thing that most concerned him was that he was "afraid there wouldn't be as much personal
attention."
Shortly after midterm, Bill and I sat down for half an hour with each of the twenty-five
freshmen, for a formal advising meeting. We also asked about the program, what was working,
whether they were participating, and what we could do to make things better for them. We
learned a great deal in these meetings. The first thing we learned, obvious in hindsight, was
that we really can't compare our freshmen to others. Bill and Michelle had put together an
attitudinal test to get a rough gauge of attitude toward self and others measuring rigidity,
expectations, and tolerance. In the course of the interviews we realized that this was
meaningless data. First of all, the freshmen as a group did not present a coherent profile that
could be compared with a random sample or with freshmen at other places. Secondly, the
program was accomplishing different things for different freshmen and this, overlayed on their
different needs, made aggregated measures look very blunt and unfair to the program. We also
realized even if we had administered the same test prior to their arrival at MIT (which would
measure whether their self-concept had been maintained) or during rush week (to gauge the
stabilizing impact of the program) it would be inappropriate (unfair both to them and us) to
test ourselves (the program and/or the community) by their growth. We couldn't take credit for
a student's growth or blame ourselves for a student's problems. It became clear to us in the
interviews that the program had had an impact, but different qualitatively and
quantitatively for each person. We recognized that the only meaningful data that could be
produced was usage rates and anecdotal evidence. If the components of the program were useful,
they would be used; if not, they wouldn't be. Anecdotal evidence would describe the different
ways in which the program helped and the reasons why it was not useful for some people. In
the course of the midterm interviews we identified a sub-population of the freshmen who
displayed very low usage rates of the program but who also displayed maturity, stability, and
perspective on their experience and performance. This group turned out to be very supportive of
the program and appreciative of the high level of contact, even though they did not utilize
the program much themselves.
As a result of the midterm meetings we discovered a few freshmen having severe difficulties in
their courses who were not getting academic help. We succeeded in facilitating a study group in
which three freshmen committed themselves to sitting down and working together on specific
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nights to help motivate and discipline each other and to help each other with the work. This
produced new friendships for one of the students, and two out of three passes in the course in
question. For the second term I sought from the beginning to get people to work together (with or
without house tutors) and establish study groups or study partnerings. Due to the complaints
about over-formalization and too much organization, I was afraid to work hard on actually
putting these together (trying to get people to commit to one another), but I did actively and
aggressively encourage people to work together.
Some additional community-building activities were more on the social side: At the beginning
of the year, I invited about eight residents over to dinner individually, just to get to know them.
These included new transfers into the dorm, my advisees, and other freshmen. During these
dinners, other residents wandered in and so the invited person had an opportunity to get to
know some other people by virtue of simply being in my room for a while. A group of us
(upperclassmen and freshmen) attempted to revive a Bexley tradition of cooking groups, but the
group dissolved as a result of schedule and vegetable incompatibilities. Tim made a
commitment to showing Star Trek every Saturday night, which produced an average turnout of
about four students and a range of one to ten. I often baked cookies and twice made dinner for the
Star Trek crowd. On both of the dinner occasions (which produced a much higher turnout of
about fifteen students) they were having such a good time that they chose to forego Star Trek
and continue socializing. We also had a winter holiday party to which we particularly
invited freshmen and advisors as well as other residents.
The academic results of the first term were a little disappointing. We had more than our
statistical share of students put on academic warning or receiving UASO letters (a step below
warning). We were rather shocked by the results since many of the students in question were
"well tied in to" [i.e. using] the tutoring. The associate advisors were shocked too since they
felt so close to their freshmen but had no idea of these academic outcomes. We didn't really
come up with any satisfactory explanations for this surprising result. There are several
possible explanations, including: Our freshmen self-selected, they are not a random sample, so
we shouldn't expect to have precisely our statistical "share" of academic problems. Bexley
may attract a certain kind of personality (which may coincide with people who need to fail
once in order to "wake up" or reassess their unquestioned academic prowess). But we never
thought that the program should be judged by academic results. The purpose of the program
was to build community and to address human issues, not to pump up academic performance,
although we expected and continue to believe that providing a more humane environment
would affect students' academic performance. Perhaps the academic results of the second term,
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a longer term measure of the impact of the program (unfortunately unavailable in this
document), will reflect a positive effect of the program on academic performance.
The community-building measures of the first term were heartening. Freshmen turnout at study
breaks and housemaster brunches was high, much higher than in past years (although we have
no hard data on which to base this judgment). Four freshmen with no plans for Thanksgiving
ended up going home with their classmates or with upperclassmen.
OPPOSITION
One of the terms of Bill's proposal to the deans was that Tim, Joost, and I would coordinate the
program in exchange for being permitted to continue to rent in Bexley for our ninth and tenth
terms. Other longtime house residents also applied for extended housing. Historically, Bexley
residents have often been able to stay for their ninth and tenth terms when necessary. But due
to the recent housing crunch, even Bexley has experienced tighter regulations. At first, the
story was that no one would get extended housing. On the basis of Bill's proposal, the Dean for
student affairs approved extended housing for the three of us so in turn for running the program
(a very good deal in Bill's opinion). The remaining house applicants for extended housing were
initially refused on the basis that no ninth term housing was available. These residents
rightly felt that we three had cleverly beaten them out of housing for which we all should
have had an equal chance. Some of these residents quickly turned their attention to the
program, applying their formidable critical skills to creating a campaign against it. Partly in
response to this and also because he felt that if we were trying to build community it would be a
good thing to have more elder community members around, Bill started to put pressure on the
deans to grant extended housing to the other applicants. The deans waffled for months, finally
enabling three additional fifth year student to stay in Bexley. The late date of the approval
made it impossible for two of the approved students to stay. One student was able to stay.
This issue was the first catalyst for political opposition against the program. From the
beginning we (the core staff) disregarded such opposition and refused to engage in discussions
with the opponents. The housemaster did converse with individual opponents, but the power
relationship inherent in a housemaster-resident conversation inevitably turns such
conversations into "interrogations of the usual suspects" and really do not make up a
"discourse." After an initial rubberstamping meeting, we had no formal discourse on the
program.
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The opposition to the program died down during the first term but appeared again during IAP
with a level of venom we hadn't seen before. A popular house resident moved to another
dormitory, claiming that the housemaster had driven him out by continually accusing him of
illicit activities. House residents rallied around this student and some freshmen began to feel
torn between loyalty to him and to the program. (Although this person was an advisor within
the program.) Hostility began to be expressed toward Tim and myself, although Joost escaped
such accusation. The idea was that we were the housemaster's henchmen. One perception in
the house was that the program was Bill's attempt to gain power over the house, and
particularly over the freshmen, an insidious plot undertaken in order to enable him to impress
his morals and values on Bexley. Tim and I were seen as traitors who sold out the community by
acting to extend the "long arm of the law" in exchange for what we wanted - housing.
Several sets of posters (for a brunch at the houseparents, for my seminar, and for one of the
discussion groups) were defaced and ripped down My name and a derogatory phrase was
grafittied on the wall in the office. Someone posted the Bexley section of the residence/
orientation book sent to the freshmen in which we had a description of the program in the
office so that it could be subjected to accusatory grafittied criticism. Even the name of the
house's housing chair (who is not much associated with the program) was slandered. One of my
freshman advisees came with another freshmen to Tim and me and told us they wanted to
change advisors. The way they did this suggested that it was supposed to be a statement about
the program. A brunch offered by the Housemaster at which we hoped to provide a forum to
discuss the war was boycotted on the basis that "people used to be able to just sit around and
shoot the shit - why are you trying to change this?" The leftovers (some very nice food) from
the brunch, when placed at the desk at dinnertime, were ridiculed. A student, reaching for the
food was warned away, "don't eat that! It's from Bill's..." This level of open hostility was a
shock to Tim and me. It didn't seem to surprise Bill or Carol, but I think it was pretty painful
for all of us who had worked on the program.
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SECOND TERM
A lot changed in the second term. The atmosphere was different. Maybe the staff was
different too, much less worried about details because we knew "it was working." Everybody
was much more relaxed. It was less intense. Our staff group avoided meeting. It didn't seem to
matter. There didn't seem to be anything that needed to be talked about. Centralized planning
or attention did not seem necessary. The program was running fine decentralized and the
concerns about exactness of methods and roles evaporated.
Tutoring usage has gone way up, both in terms of numbers of hours used and diversity of people
using the tutoring. Freshmen who transferred in for the second term are using the tutoring
program.
Discussion groups are occurring without much encouragement. Evidently the group facilitators
have stopped calling and reminding the members about group meetings. It has become self-
driven. All four of the freshmen groups are still meeting. The originally inconsistent fourth
group now spends the whole evening together. They go do their weekly grocery shopping
together (the graduate resident drives them), then come back, eat and talk. One of the
freshmen is attending two discussion groups, his original one, "which is great" and another one
"which is also home." Two of the three upperclassman groups are still meeting.
In terms of counseling, I am used much less. I take this to mean that people have good support
from each other. They still stop by a lot and chat, so they're still comfortable with me. My
hypothesis that they are supporting one another is based on really knowing them and watching
and noting that I see them together. There really aren't any freshmen who are isolated or
loners. I can't document this, but I can see it.
The major events this term have been the house meeting at which we decided whether to
continue the program or not and the selection of graduate residents.
surveys
I created and conducted surveys of the house in order to evaluate the program and collect
formalized testimony about what people thought and what they wanted to happen. All
twenty-four freshmen received written surveys. Thirty-five upperclassmen received written
surveys; these included all the advisors, tutors, participants in upperclassmen discussion
groups, and all the vocal people I knew of (proponents and opponents of the program). I also
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spread the word that anyone who wanted to fill out a survey was welcome to. Then I did a
telephone survey of the remaining upperclassmen, of which there were fifty-four. I reached
thirty-seven of the fifty-four. The results of the surveys were in support of the program. (The
results are summarized further on in this chapter and reproduced compete in an appendix to this
document.) I posted the complete survey results at the desk the morning of the house meeting.
the house meeting, March 7,1991
I "organized" a few of the freshmen to get them to the meeting just by talking to them
individually about how their participation was important and their voices would make a
difference. I told them that housemeetings are the only way the house has to make decisions
and therefore that whoever shows up at housemeetings decides what the place will be like.
When they said that they had a lot of work, I told them that the people who want to get rid of
the program were willing to take time from their work to try to get their way, and the people
who are benefitting from the program needed to take the time to stand up for something if they
want it continued. I tried to give them a sense of their power, that their voice would make a
difference. I explained that not very many people go to house meetings and so every voice
really does count. I noted that three freshmen who had not been planning to go to the meeting
did go, and spoke. In general, the freshmen were surprisingly brave in their willingness to
voice their opinion. They spoke on issues and at times in opposition to the current opinion in the
room. They were willing to oppose one another and even upperclassmen. For example, on the
issue of discussion groups:
Senior: The whole idea of discussion groups gives me the heebie-jeebies. When I was a
freshman, my suitemate always had his door open and others did and I just got
to know people, I didn't need a discussion group. Why would we need them now.
I leave my door open. I've gotten to know freshmen and I'm not a tutor or an
advisor.
Frosh: Well, try living in my room. There are no doors open in MY entry. I come in and
I wonder if anybody lives here.
And still on the issue of discussion groups:
Mimi: The reason for having the discussion groups segregated to just freshmen is
because they might be kind of intimidated at the beginning at least to talk
about stuff in front of a big intimidating upperclassmen. Upperclassmen don't
think they're intimidating, but frosh might feel that way. I am concerned that
this is exactly the kind of thing that people won't self-select, even though it
might be where they would be more comfortable. Can I ask freshmen to tell us,
put yourself back where you were the first couple of times you went to discussion
group? Would it have been uncomfortable to have upperclassmen there?
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Frosh: Well, it's always uncomfortable with a new group, it doesn't matter who, we
would have gotten used to whoever was there.
Frosh: Just the whole idea of being separated off felt worse than being intimidated.
Frosh: I would have liked to have upperclassmen there to kind of help me "wise up,"
to tell me stuff that I didn't know.
Frosh: Well, I guess I really liked it being just freshmen. Because I felt silly and like I
was going around "Wow, MIT, wow" and I didn't feel silly being that way with
freshmen, I think I would have felt silly if upperclassmen had been there.
Group consensus emerges that discussion groups should be mixed freshmen and
upperclassmen but there should be one group offered that is just freshmen.
During a discussion of the level and type of advising contact:
Uclass: The contact shouldn't be forced. I'll be an advisor but I don't want to have to
socialize with my advisee.
Frosh: Then why are you an advisor?
And:
Uclass: The whole idea of having to take a meal together or formalizing the contact is
silly, the contact should be completely informal. The frosh should initiate the
contact, we shouldn't push it on them.
Frosh: Well, we tried to do the meal thing. I really would like to see my advisor
more. I almost never see him.
And in discussion of the program as a whole:
Uclass: Why do we have to formalize a system? Can't people just ask for what they
need? They knew what kind of place they were moving in to, that it's not a
social place, it's not Baker, they shouldn't expect that kind of atmosphere,
they should just do it the way we've always done it.
Frosh: But not everybody chose to live here.
The result of the housemeeting was that the program will continue next year, but that certain
changes are to be made, such as the discussion groups will be mixed (including both freshmen
and upperclassmen) and there will be no announcement of the program in the residence book and
no handouts mentioning the program during rush. (It has long been asserted that people should
choose Bexley based on the people here, not on the basis of our proximity to the Institute or
because we have large rooms and hardwood floors or, now, because of the availability of
tutoring and other resources.) There was consensus on every issue discussed, including two
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spontaneous items. The meeting was remarkable not because the program was confirmed, but
because of the quality of the discourse. It was an inclusive discussion. The various voices of the
house were heard. People listened to, respected, and responded to one another's opinions, and
the program was adjusted to respect the various voices. An example of the responsiveness was
to an upperclassmen who felt excluded from discussion groups because of the demand for a
commitment to show up every week. This articulation resulted in the whole discussion group
concept being loosened up considerably. It will not be strictly limited to who is there and
whether it's the same group every week.
There was a "sense of community" at the meeting, a sense of shared purpose and endeavor and a
willingness to listen, respect, and respond. Most of the participants in the meeting were
freshmen. If in fact, the freshmen have become a strong community among themselves and if
they really do identify with the Bexley community, then this may have impacted on the
atmosphere of the meeting.
Also, the way the meeting started may have had an effect. Bill opened the meeting by reading
the agenda, and then said that maybe we should have a brief description of the program and
he called on me to give one. It went something like this:
There has always been tutoring in Bexley. Most upperclassmen in this room are willing
to tutor and to give academic advice. And we all probably feel like we're nice and
friendly and if a freshman wanted some help we are totally accessible. And to some
freshmen, that's the way it is. But to others, who might be shy, we're not really
approachable. And so the idea of this program was to make help available to
everyone by making it explicitly available, and formally available. The idea is that
the formality reduces the activation energy required to get help. (laughter) So, we
have tutors who are paid, and who are in a certain place at a certain time so freshmen
don't have to feel like they're bothering people in order to get help. And advisors -
without the program you might never have a legitimate reason to talk to your associate
advisor, and you would only see your faculty advisor on official business. By having it
happen here, you know your associate advisor as a friend and can call on him anytime.
And the discussion groups are a place where, hopefully, freshmen could get what's
called "reality check," because everybody who comes here expects to get As, and it's
kind of hard to adjust and figure out what doing well at MIT means if you can't get As
any more. And also the discussion groups were to be a place to get to know people who
might be very different from you so that you could learn about other cultures and people
and stuff. Now, that wasn't brief, I'm sorry, and I'd like to tell one anecdote, if that's
ok. A few months ago, I got a call from a freshman who I knew well, who I'd worked
really hard to convince that I cared and that they could ask me for stuff, and they
called and said, "I'm sick, I'm so sick that I can't move, could you make me some food to
eat." And I was thrilled because I realized that this person felt that they had someone
to call. But a couple of weeks ago, I found out that another freshman, someone else that
I felt I knew really well and who I thought was really connected in to the community, I
found out from a third party that he had been sick and had noted that he felt that
there was nobody he could call. Now, everybody should have somebody that they feel
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they can call when they're sick, and until we have that, we don't really have
community.
(I didn't make it sufficiently clear that I didn't mean that everybody should call me when they
got sick. The students quickly corrected me on this. I should have said that in my ideal, we
wouldn't need it to be formalized at all. Of course I don't think they should call me, but if the
community isn't functioning this way, the program is a way we can try to build community, by
building such relationships, one at a time.)
This articulation of community at the beginning of the meeting was a good starting point. It set
the tone for what we meant by community - a place where everybody has somebody to call
when they're sick. Maybe it was an articulation which was in some way hard to disagree with
and therefore established a context of shared values within which the program naturally
made sense. It also established a shared language that was used in the ensuing conversation.
While the phrase, "mutual aid" was never used, people could say, "if I was sick..." and "when
my roommate was sick" to refer to the caring function signified by the technical language of
"mutual aid." So we were talking about mutual aid in language that everyone could relate to
and believe in.
graduate resident selection
We had two open slots for graduate residents as Dan and Todd/Michelle are leaving. The
process at Bexley is that the housemasters veto any applicants that they don't want to be
considered, in this case, graduates who will not be available for at least two years. Then the
applications (fifty-four of them) are left at the desk for about a week. Next, votes are taken to
select candidates from the applicants.
Both Tim and I were applicants. I hoped to see a process in which lots of people participated
with a sense of their own power to create and control the place. But I felt my hands were tied,
because if I "organized" - community building lingo for talking to people about their power to
influence decisions - then it would look like I was campaigning, which I didn't want to do. I
decided to contact a few people in the dorm, one in each entry, and encourage them to organize
people to participate. I stressed that I was not asking for their support. I don't know what
happened with this.
The result of the first vote was a list of ten candidates. Twenty one people voted (out of a
possible 115 residents, 18%). Every applicant who received more than one vote became a
candidate. The number of votes per candidate ranged from two to ten. These ten candidates
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were invited to two "food occasions" so that the house could meet them and ask them questions.
The larger of these occasions produced twenty-three residents, including nine freshmen. The
house then had a meeting to discuss the candidates and voted on written ballots. The second
round was less work, because it didn't require voters to read applications. Forty-five people
voted in this second round (again out of a possible 115). Is forty-five (39%) a good turnout or a
poor one? The only time that as many of 45 members of the house are counted doing anything is
at Finals Week Dinners (usually 60-75 students per night). The maximum turnout for any other
event is about thirty. So 45 votes was an unusually high rate of participation, particularly for
a food-free event.
NEXT YEAR
Two freshmen have been selected for the positions of tutoring coordinator and advising
coordinator, Mukwatsi Alibaruho and Jennifer Carson, respectively. These positions will be
paid, nominally, as are postman, desk captain, and housing chair. Within two days of the new
advising coordinator hanging up signs to recruit associate advisors, nine people have signed up.
There will be no discussion group coordinator; the graduate residents will coordinate the
discussion groups. The outgoing coordinators are passing on information about job technicalities
and also about approach, attitude, informal techniques, and community-minded thinking about
how to perform these jobs.
I have willed my suite to a community-minded freshman in order to continue the tradition of it
being a new community locus and an open door on the first floor of the 46 entry. I will be holding
several dinners for a variety of residents with the agenda of discussing the power of
upperclassmen to affect freshmen and other newcomers to the dorm. This is a consciousness-
raising activity to help people see the impact that they can have, either by their distance or
through their outreach. And to offer community-building tools to those who are interested in
enhancing their impact.
The Office of the Dean for Student Affairs has run its own evaluation of the program,
requesting a presentation from the staff team, in which we included freshmen as spokesmen,
and a series of private meetings with freshmen to ask them for the "real dirt" on the program.
Freshman turnout for these meetings has been enthusiastic. They seem to feel that the program
is theirs now and they do not hesitate to say what they are going to change next year. They
also establish clearly that they feel that the program belongs to Bexley and they don't much
care what the Deans think about it.
The Story
The enthusiasm, integrity, and dedication of a second generation of leaders has not yet been
tested. In addition, in terms of the level of participation necessary to keep the program going,
house tradition and culture must encourage new community members to participate and to move
on into advising and tutoring positions as they advance in seniority. This requires the
development of new norms. Self-sufficiency for this program will be when the culture and
traditions make dedicated leaders unnecessary.
3.2. Staff work
In this section, I want to briefly discuss some of the ways that the staff approached their work
in this project. One was the decentralized way in which we handled problems. Less than two
months into the program, the tutoring coordinator had "recalibrated" the tutoring schedule to
match due dates of problem sets and test dates. He had the authority and autonomy to just do
this in order to make the tutoring system as efficient and useful as possible. He reported the
changes to the rest of the core staff at the end of October.
Also in October, a small meeting was held to discuss how to deal with the one freshman
discussion group that wasn't really "working" - attendance was low and the group did not seem
to be coming together as a group. Usually one person would show up, and the graduate resident
was getting to know the members one at a time, but the members were not benefitting from one
another as a group. The facilitator of that group, the housemaster, and I sat down to discuss the
situation. First we affirmed the value of the relationships being built between the graduate
resident/facilitator and the individual freshmen. We reminded ourselves that it was
dangerous to expect 100% success in the discussion groups but we also reaffirmed that we did
want to do our best to really offer the resource, because we did believe in its value and we didn't
feel that they were making an informed choice. By considering the individuals involved and
the challenges that we knew and suspected to be present, we redefined the situation in several
ways and devised a unique course of action. We recognized that all the members of the group
were people from non-anglo cultures (including the group facilitator). We named this as a point
of commonality and as a potential theme. We also recognized possible cultural norms that
might be operating to keep the group from coming together. We redefined the phrase "give it a
shot" for this group to mean coming several times, not just once. We designed an approach in
which both the facilitator and the housemaster would contact each member and ask them to
start over and try "all of you going for a few times so you can really have the group experience,
and then, if it's really not a good thing, give it up - but really try it first. And in order to really
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try it, you all have to get there on the same night a couple of times." Finally, we collaborated
in thinking up a topic for the next meeting (the first with everybody there) that would address
some of the challenges that faced this particular group.
We did continual outreach that sought to humanize even our program. An example of this type
of work was when I went to the room of several new freshmen who transferred into the dorm
second term. I took them tutoring schedules. They peered at them and said, "yeah, we got
those in our mailboxes." I told them that the tutoring was for freshmen and the tutors were
paid and they were welcome to use the tutoring. They seemed pleased and surprised. One of
them took a closer look at the schedule and asked, "Who's Jesus? 8.02 - I need that, at 8 o'clock?
I'll go. Where's 206?" I tell him how to get to Jesus' room and wondered how helpful was it
that I was there to tell him where 206 was and whether he have gone to get tutoring otherwise.
The other freshman was taking 14.01, so I explained about making appointments for more
obscure courses (the 14.01 tutor doesn't have office hours, but is happy to work by appointment).
I also repeated that tutors were being paid for office hours whether anybody showed up or not,
so they might as well use them and that the tutors who tutor by appointment really want
"customers" so they can make money. I wondered whether they would have used the tutoring
just on the basis of getting a flier in their mailboxes, even though the fliers are very
informative and include encouragement to use the tutoring. I realized that the human contact
may have been the key piece in actually getting them to use the tutoring. I also realized that
people might need to be made aware of their capacity to contribute to others in this way - that
by helping others to learn about the resource and feel comfortable using it, upperclassmen can
really making a difference. For example, upperclassmen can make sure to encourage their
freshman and transfer suitemates to ask for help. Suitemates can also help "hook up" frosh
with other upperclassmen for tutoring and as freshmen expess need for academic advice in their
field. People probably don't feel that this is something valuable they can do.
Another piece of the program's capacity was our ability to respond to other Institute programs.
Our advising system utilized the "Freshman Watch" academic warning program to empower
our advisors in their interactions with their advisees. In addition, the discussion groups were
an existing forum which expanded our ability to respond to mandates on educational
programming. For example, in November, President Vest issued a mandate on sexual
harassment, requiring each dorm to have "a system...in place by Thanksgiving." Our system for
addressing this issue was already in place. We just had to give the word and the supporting
literature to the group facilitators. At fist, we were concerned that through the discussion
groups we would "only" reach thirty-five people. But then we realized that 35 is a very good
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turnout for a house meeting of any kind, even an exciting controversial one. An "educational"
meeting would probably turn out ten or fewer people. In addition, the discussion group
participants represent a broad range of people. By discussing it in this forum, we would not
merely be "preaching to the converted." In order to make the forum available to everyone, we
planned "open meetings" of the three upperclassmen discussion groups.
Attempts to cooperate with the UASO have had mixed results. It was Bill's and my policy to
cooperate and participate in everything for which they requested our participation. We
participated in the UASO's Community/Diversity workshop as volunteer facilitators. We
thought that our participation and expertise would earn us respect. However we found that we
were still treated with suspicion and tests in later interactions from Deans Tewhey and Merritt.
We attempted to support the UASO's residence-based seminar program but found that it was
such an ill-conceived program that it was nearly impossible to participate. Although we did
succeed in offering a seminar, it was so much work to participate that it no longer seemed that
we were supporting their efforts but that we were trying to get something from them - which
was really not our motive for doing it. Our participation in the residence-based advising
system was a source of a level of involvement and research for which we hoped they would be
appreciative. An analysis and proposal regarding that system which we submitted to them
was substantially ignored. We were surprised by their lack of interest in our research and
innovations.
Our attempts to network with ESG and Concourse seemed cooperative and positive, but were not
totally effective if we base our judgment on the academic performance of the students and
examine their use of resources. One would think that these students would have "more than
they needed" but some poor academic performances suggests that possibly closer involvement
with our tutoring and advising programs would have been beneficial. Although we made
arrangements with these programs in order to enable the students to participate in both, the
academic advisors seemed to let these students "slip through the cracks;" we got less feedback
on their performance than on the mainstream freshmen because the frosh in special programs
were not on Freshman Watch.
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3.3. Summary of evaluation
I'm really noticing that the frosh show up at [social] events. They really feel
part of it, like they're welcome. Last few years, you'd be lucky if three or four
frosh showed up. Now there are ten to fifteen that show up.1m
Turnout at social events is very high this year and increasing. Recently, the Star Trek
contingent has been getting together in the lounge every night at midnight to watch reruns. A
sense of community/familiarity results from these get-togethers even if they don't talk that
much. Although I am no proponent of television, I recognize that this activity provides common
ground and shared experience. Someone commented early on that Bexley seems like "a different
place." In terms of the size and visibility of "a community" and the perceptions of some new
residents (the freshmen) as to their place and rights within that community, it certainly is a
different place. The freshmen really seemed to feel "part of" the community and not like
second-class citizens.
A surprisingly intense demonstration of community was at the house meeting at which the
house decided whether to continue the program next year and how. Many freshmen attended,
and spoke with courage about their experience and opinions. They seemed to believe that their
opinions were valid and valuable and they even dared to speak out in opposition to what
upperclassmen were saying. Both the discussion and the decisions made were responsive to and
inclusive of the diversity of opinions expressed.
We have collected quite a bit of quantitative and qualitative data which adds to our picture of
"what happened." This includes usage rates and detailed surveys. Early on, we decided that
it was inappropriate to use measures of students' academic performance or maturity as measures
of what we were doing. But we do have usage rates and event attendance rates, which provide
a picture both of usefulness/effectiveness of the resources and of the level of community
involvement. Event attendance tells us that the program components have succeeded in
drawing people in, so that they feel comfortable attending events and that they value house
gatherings - opportunities to get together.
Tutoring usage calculated through Spring Break averaged at twenty-one hours per week paid
(including unattended office hours). On the average, seventeen of these hours were used, with a
distinct closure over time of the gap between hours paid and hours used. The average number of
114
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students served per week is ten, but evidently the reporting was inaccurately very low. The
tutoring coordinator asserts that the numbers of students served is in fact much higher.
Evidently, tutors did not write down the names of all the students tutored in a session - it was
easier to just write down one name. Also, none of the increased amount of unpaid tutoring was
reported. Finally, tutors may not have counted people who just came to ask one question.
In terms of event attendance, the average freshman attendance (at 17 events) was 46%,
outstripping the average house turnout (at 12 of those events) of 24%. The freshman average
attendance at freshman-only events (of which there were 5) even beat out the house maximum
by one percentage point (44% to 43%). In fact, there were eight events (out of 17) at which
freshman attendance was higher than the house maximum.
Several surveys were conducted to gauge house opinion about the program in order to augment
the picture derived from the results of the house meeting. All twenty-five freshmen received a
long written survey seeking both qualitative and quantitative response in an attempt to gauge
perceptions of "community belongingness" in addition to feedback on the specific program
components. There were sixteen responses out of a possible twenty-five, so we have responses
from about two-thirds of the freshmen. Upperclassmen were surveyed in two ways. One was
via a written survey distributed to all of the participatory and vocal upperclassman who I
thought might be willing to fill it out. We got eighteen responses out of thirty-five distributed
surveys. The rest of the upperclassmen were contacted by telephone and asked just a few
questions. Thirty-seven of the remaining fifty-four upperclassmen responded to the telephone
survey (out of a total of 91 upperclassmen residents).
We asked the freshmen how many Bexley residents and how many freshmen they feel that
they know. The responses peaked past the "half" mark, which is to say that the freshmen
feel that they know their own group well and "many"others in the dorm. To more specifically
gauge the program's efforts to build relationships between freshmen and upperclassmen
through the tutoring and advising aspects of the program, we asked a more concrete question
about the number of upperclassmen known. Almost all of the responding freshmen claimed to
know at least five upperclassmen, a number that certainly reaches beyond the two to three
formalized relationships (associate advisor and a couple of tutors) designed into the program.
We also asked the freshmen if they were comfortable calling on staff and residents. Their
answers were overwhelmingly affirmative. Based on these numbers, I would feel comfortable
with the fact that freshmen are "networked in" to the community and feel that they have
access to people, both peers and elders. This is interesting in comparison with the responses to
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the telephone survey. Only 56% of the upperclassmen respondents to that survey said that
they "felt part of the Bexley Community."
Freshmen, when asked, "should the program be continued for next year's freshmen?" responded
positively, 81% of respondents for, with identical support of residence-based advising and
discussion groups, and 88% for continuation of tutoring. Freshmen also indicated in what areas
the program had affected them "in a positive way." They responded:
Upperclassmen are divided about the program. I accurately recognized a difference between
the "vocal" group (the 35 who received written surveys) and what I call the "silent majority"106
(the 54 included in the telephone survey) in terms of their position on the program. Only 67% of
those who received the written survey were in support of the program, compared with 89% of
those reached in the telephone survey. Twenty-eight percent of the 'writtens' were actually
against continuation the program, while eleven percent of the 'telephones' gave "qualified
support" but none were against continuation. But even among the 'writtens,' levels of support
were high (89%) for the continuation of paid tutoring. The response rates were low to the
written questions about continuation of residence-based advising and discussion groups. (Only
50% and 56% of respondents responded to these questions, respectively.) On advising, 39% were
for continuation and 11% against. On discussion groups, responses were evenly divided, 28%
either way.
106 A quick note on the "silent majority:" This is the name I give to the large number of residents who
do not participate in house events of any kind (from house meetings to social events). Non-
participation is considered an abdication of rights according to house culture. I had a hunch that
some of these folks do not participate because they don't feel that they have a right to, that to
them, Bexley really seems to be somebody else's place. I though that they might be intimidated by
the dominant culture, or felt that they had no place speaking up about things. When I researched
them via the telephone survey I found that only 56% of this group feel that they are "part of" the
community
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% of 16 respondents
(populatim of 25)
academic work 56%
academic confidence 63%
social life 38%
social confidence 13%
adjustment to MIT 50%
assistance w/ MIT bureaucracy 31%
4. ANALYSIS
"We're really building community - But that's what we said we were going to
do."
"Yes, it's what we said we were going to do, but we didn't know what it would
feel like until we did it."
Over the duration of the project, I collected "anecdotal evidence" about the operation of the
program, the experience of the freshmen, and the observations of the staff. In order to
demonstrate how the program did manage to build community and address the concerns we set
out, in this chapter I relate these anecdotes and some of the quantitative data and connect this
data with the descriptions of community put forth above in the description of building
community as an "intervention."
4.1. Sense of community
BEXLEY NOW: MARCH 28TH, 1991: A BEAUTIFUL WARM SPRING-IS-COMING DAY
I came home to Bexley at around nine p.m. There were about twelve people in the courtyard,
about eight of them freshmen, clustered together around one of the spools which we use as
tables and sitting close together on the few benches. They were all talking to one another in a
lively manner. As I came in, four or five voices called out to me, "Hi Mimi!" I discovered that
Tim had suggested having a cookout. Richard (a freshman) came over and offered me chocolate
cake, potato salad, and roasted marshmallows. He turned and teased Amy (a junior and
academic tutor) about the cake being bland. She laughed and tickled him. Fletch (one of my
freshmen advisees) came up to me and described how Jennifer (my other advisee) had stood him
up for dinner earlier in the evening because she forgot what day of the week it was. Several
people asked where I'd been and then berated me for not telling them about it [a political
lecture].
I had to go to my room to work, so I called out "THESIS, THESIS, THESIS," apologetically as I
backed away and went inside. After the party broke up, Tim came by and I commented that it
looked like a good party. He said it had been, that he had gone around the dorm and told a lot
of people about it and then gone to the store and gotten some stuff. Then, to his surprise, John
and Robin (seniors and associate advisors) had shown up with potato salad, Amy baked a cake,
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Ben (a freshman) had gone to the store and brought back a bunch of hamburgers, Richard (a
freshman) had brought down his boombox and CDs.
Richard came by to return some extension cords. He comments that there is "a mess" in the
courtyard and says he's going to "at least take the bottles down to the recycling center so that
they don't get thrown away." Fletch shows up and they then go to Fletch's room to do the
dishes. Jennifer came by to berate herself for standing Fletch up. Han (another freshman) came
by to chat.
FLASHBACK: FALL, 1990, FIRST WEEK OF SCHOOL
Fred (one of the graduate residents) and I decide to take responsibility for one of the cookouts
(Joost, Tim, Fred, and I have made a commitment to being in the courtyard more and doing
cookouts during rush week and the first week of school). We make it a vegetarian one. We
have been telling people about it all day. We put together skewers and marinate them, then
cook them. Cooking is difficult because it's so hot. People are impatient for the food. Not
everyone at the cookout speaks to everybody else. But Fred and Tim and I call out to freshmen
or run over to them and chat with them as they shyly enter the courtyard and invite them to
eat. Even if they have already eaten, by talking to them we bring them into the group, and
they now seem to feel comfortable enough to wander over to talk to the other people.
Nobody contributes things to the cookouts in the fall. If we buy food, cook, and serve it, people
will eat, but nobody joins in creating the event. Pots and pans, one full of cheese, sit in the
courtyard for days, nobody wants to throw them out, but nobody claims them either. Nobody
takes responsibility for cleaning up.
FLASHBACK: SPRING, 1987
It is warm and people are "hanging out" in the courtyard. Earlier, according to the usual
scenario, several people found somebody with a car, "harassed the treasurer for money," and
went to buy a case of beer. The beer is gone now, but people have brought down sixpacks from
their rooms, which they share. A bong107 is being passed around. Residents coming home
through the courtyard skirt the "hangers out" without speaking, tending to increase their pace.
The "hangers out" observe these people with interest, but without friendliness. After the party
107 Preferred means of marijuana consumption.
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there are beer bottles, cups and other trash everywhere. The maintenance staff clean up the
courtyard before anybody gets up in the morning.
FLASHBACK: FALL, 1986
I am a freshman. I have chosen to live at Bexley but I find it a very intimidating place. There
is always a group of people in the courtyard who stare at you as you walk through the
courtyard. I know some of them, and hang out with them when they play "bonginoes" in the
afternoons after school. None of them ever speak to me except when I'm hanging out with them.
I feel pretty nervous around them, particularly when I come in or out at night because they all
look at me. Even when there are people in the group that I know, I'm uncomfortable walking up
to the group because I feel really self-conscious and like they're all upperclassmen doing their
thing and I'm just a freshmen. I presume that none of the people hanging out there are freshmen
but I don't really know because the only person I know for sure to be a freshman is my roommate.
COMMENTARY
The recent barbecue was striking. It made us aware of the change in the place. It's very easy to
lose sight of what has changed because we are so close to it. Tim had a hard time remembering
that last fall nobody contributed to or cleaned up after the cookouts. We are used to the way
things are now. But I tried hard to remember what it was like then and how it is different now.
That people contribute, that they care about whether they leave a mess, that they speak to
people coming in to the courtyard, even approaching them and offering what food is left. They
don't just repose in the "warmth" of being the in-group and gazing critically at those not in the
in-group, erecting a barrier of hostility which must be scaled by assertive joiners.
What I did not illustrate in the above flashbacks (1991/90, 1987/6) was the intervening period.
Drugs became less available and more expensive; this focal point of community activity
disappeared into private rooms. No other activity replaced it. In addition, due to two rapes
and multiple thefts, the dorm became very security-conscious. In 1986-87 the courtyard doors
were left propped open at all times, enabling people to run in and out without keys, and within
the dorm, people left their suite and room doors wide open, ajar, or unlocked. Today the
courtyard doors have alarms that go off if the door is open for more than a minute and, the gate
separates the courtyard from the street. When the new security system was put in and
everybody was really scared, we were told that both suite and room doors should be closed and
locked at all times. But with the alarmed external doors and the gate, the inside of the dorm is
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relatively secure from outside penetration. Therefore, it is now safe to leave suite and room
doors open while you are home. But during six months of fear and high security, the suite
"open-door policy" died out. (There are a few pockets that still had open doors, but two of the
entries had none.)
Social groups existed in the dorm, but other than "bottle nights" and an occasional frisbee or
"foosball" game in the courtyard, both clearly in-group activities, for the last two years the
community has been severely reduced in size and visibility. Last fall, Tim and I recalled a
"feeling" that no longer existed. Our cookouts last fall were an attempt to "rebuild" some of
that feeling. We couldn't use beer as a focal point because we didn't want the responsibility of
supplying alcohol to freshmen. So we tried the cookouts, committing to spend what was
necessary out of our own pockets to create something for people to come together around in that
central space. Since we were particularly involved with the freshmen due to the advising
arrangements, we particularly invited them and paid lots of attention to them as they came in
or out of the courtyard, always stopping to talk with any freshman we saw and conscientiously
introducing them to each other. Joost and I have independently reinitiated open-door policies
in our respective entries (which happen to be the two entries with no remaining "pockets").
Based on events like that cookout, I think we have succeeded. We have built community.
Bexley is, in this sense, "a different place." Several recent house meetings, at which
significant numbers of freshmen both showed up and spoke, affirm that there is a sense of
belongingness and comfort which allows freshmen to feel their contributions are both valid and
valued. I know every single freshman well enough that I have learned (not memorized) their
room numbers and roommates; I met each of the twenty-five freshmen on their arrival:
According to my judgement, of the twenty-five, none are alienated or isolated. I cannot speak
for the actual state of their self-concept, but I can affirm that they all feel good enough about
themselves to be comfortable socializing and teasing one another; comfortable talking with and
teasing upperclassmen. From a social-work perspective, our freshmen clients are satisfactorily
"networked in" to peer-group support networks: Groups of freshmen go out to dinner together
often. One of them had his girlfriend from home come to visit; on her departure I saw this
freshman's "whole gang" carrying her luggage down the street. There is a sense of tolerance for
diverging opinions, and an interest in one another's experiences: Freshmen are comfortable
speaking out against the program, even to me. They present their arguments for why they
think it is destructive to the 'innately friendly Bexley community that doesn't need any
artificial extensions.' As far as I can tell, they are completely inclusive across racial and class
lines and able to deal with differences as they discover them with humor and support.
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The sense of community related in the description of the barbecue and the comparison of this
courtyard event to other uses of the courtyard over time demonstrates the new responsibility,
willingness to contribute, and inclusivity. These hallmarks of community are described by Mel
King, "the human context in which people can live and feel...involved...the continual process of
getting to know people, [and] caring and sharing responsibility for the physical...condition of
the living space."108
At another cookout, one of the "invisible" upperclassman provides a valuable viewpoint over
time. He originally lived at Bexley six years ago, had some time off, and now is back. He
comments to me, "wow, you know this is really nice. I can hardly believe it's Bexley. Maybe
it's because some of the more intimidating people are gone - but it feels different - that
everybody's hanging out and being so friendly." I realize that he does not know about the
program or about my role in it, so I push him on whether he thought the difference was just that
certain people aren't here anymore or if there is more of a sense of community. He says that
there's definitely more of a sense, but he can't say why.
Planning in advance for a subsequent large cookout for a the whole house, Tim asked a group in
the courtyard what we should have to eat. Freshmen made suggestions. At a couple of more
obscure suggestions, for carrot salad and grilled stuffed tomatoes, Tim was reluctant to go with
such non-mainstream suggestions. But I turned back to the freshmen who had suggested them
and said, "that sounds great, would you be willing to make it?" They quickly agreed. I said,
"just tell Tim what you need and he'll buy it at the store and then we'll all get together in the
afternoon and cook." These special contributions really added to the cookout. What we
were doing was creating the opportunity and
encouraging people to contribute. In getting ready for the cookout,
several [formerly "invisible"] upperclassmen showed up to chop vegetables. When people
arrived, they didn't just hang around waiting for the food, but offered, even insisted, on
helping. It was easy to get everything ready with so many willing and cheerful cooks.
100 Chain of Change, p. 233.
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Having learned about the willingness to contribute at the first cookout described above, we
drew on that capacity to get people involved in the later one. Also, we realized the value of
providing the opportunity to contribute. As co-creators of the event, these freshmen gained a
sense of the value of their contributions and their power to make a difference.
This understanding among freshmen typifies day to day events. They enthusiastically reach
out to include upperclassmen and staff in their plans. One of the advisors noted in March that
one of the frosh (not his advisee) called him at lab to invite him to a movie. He was struck
that the freshman considered him so much a part of their social group that he called at lab. Of
course the advisor went to the movie with his friends. Carl Rogers, in his description of the
capacities of an encounter group, describes community as existing both inside and outside of the
explicit group context, in our case, inside and outside of what is technically known as the
program components.
In the Bexley program, we do not see the program as the source of services. Instead, we see the
program as building the community, which then cares for itself - provides itself the services it
needs. We provide the programmatic components of a
set of interactions to build relationships which are
then the source of resources (services) because in
this community we take care of each other. The
relationships which are formed in these programmatic interactions might not have formed on
their own. Their formation creates a sense of community and builds other relationships. Then
the community exists outside of the program. The community reinforces the program as it is
useful, but may dispense with some program components or techniques. For this reason it is
cruicial to understand that it is not the program components that are central to community
members taking care of one another, but it is the successful development of inclusive and
available community that matters - however that can be done. If there is community, freshmen
will call on upperclassmen to help them with academics, regardless of whether there is a
tutoring system or not. If there is no community at all, a tutoring program might fail because the
freshmen would not be comfortable using it and they would have no encouragement to do so.
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According to the tutoring coordinator, the "number of students served" in our data is inaccurate
because he knows that much more tutoring occurred than was reported. Amy Pritchett, one of
the tutors, described the shift in the way her services were used.
I asked some of my usual tutees why they weren't coming by during office hours.
They said, "I don't feel that I have to come during office hours. I know you're
there whenever I need you. I can't imagine that you wouldn't be there, so I don't
feel like I have to come during office hours."
Amy's only disappointment is that sometimes she bakes cake for office hours visitors and when
nobody comes, she has to go find people to eat it. It is developing such a sense of community
that involves contribution, familiarity, and availability that is the goal of this program. If
that isn't happening, the operation of tutoring, advising, and discussion groups is a trivial
affair. The program staff must be conscious at all times of the real goal of the program, and
must not get distracted from this by the pressure of day-to-day operations. Building community
is the goal, however that needs to be done for the specific place and people in question. Both
program and staff must be flexible and alert in their execution of this goal. The fine grain
descriptions of the program we tried are just an example of how to initiate community-building,
they are not a blueprint which claims to ensure community development.
An example of the way in which the program put community before techniques is the issue of
tutoring scheduling. Although "office hours" seemed to be the most obvious approach, and was
a good way of getting people to use the tutoring the first time, it was the flexibility of the
program that enabled tutoring to really work. According to a tutor, "it's important that it isn't
too rigid. When they need help, they just come and I write down the hours." If tutoring was
limited to office hours, it would defeat the community ideas of "calling on one another" and
"taking care of each other." The tutor also comments on the value of familiarity between tutors
and tutees, which is a result of having tutoring occur in the community: "The people I usually
tutor know me, so they have no qualms about saying, 'I really don't understand this.'"
But, according to this tutor, the structure of the program also serves an important role that
community alone couldn't provide: "Without a structured tutoring program, they wouldn't have
known that I am capable and willing and wouldn't have approached me. Also in the reverse,
when I see someone struggling with something I know, sometimes I want to help but I wouldn't
want to interfere. But as a tutor, I have more license. Also, I have an excuse to offer my help.
When I see a new face, I introduce myself and I say, 'by the way, I'm a tutor here. I tutor these
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classes. If you ever need my help, just come by my room or call me up.'" This tutor says that it's
important to make clear to the tutors that they can really have a big effect on making people
feel comfortable. "Tutees need to feel welcome, we need to let them know 'you're welcome to
receive my help.'" He says that he learned about this in an ethnic students' organization at
MIT, "that's how we do it in -, it's not structured, but everybody knows the power that they
have to make people feel comfortable."
A key piece of the community, of the change that has occurred and of our work in preparation
for next year, is promulgating the idea that we can take control of what kind of place this is,
that we already control it but we need to think about the effects of our actions. The idea of
being in control of our own lives is a traditional philosophy, if not law, at Bexley. We
constantly assert (verbally anyway) that we're not at the mercy of MIT's inhumanity - that we
will do what we like regardless of MIT's wishes and intentions. My goal was to
extend that assertion beyond "we are humane
because we assert our right to do whatever we want"
to defining a humane environment and creating it
by taking responsibility for taking care of each other
- of all of us.
While the community has affirmed these values, they have actively rejected my methods and
intentions. It is possible to interpret this as a sign of growth and community. My beliefs and
techniques were controversial and produced a reaction. The fact that there was a community to
react (and the size, inclusivity, and intensity of the reaction) tells me that we have indeed
built community. When we first proposed the program, nobody really cared much. Now,
suddenly, a lot of people care about details. I was hoping that at some point a confrontation
would occur (probably around the issue of suspicions about Bill's or my own motive) out of which
could come discourse about house culture regarding friendliness, hostility, inclusivity. But this
never happened.
AFFILIATION AND APPRECIATION OF THE GROUP
Another demonstration of community is the sense of affiliation and appreciation for the group
and the community as a whole. At a fire drill in December, one of the freshmen shouted out,
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"Wow, all of Bexley together! This is neat, we should do this more often!" The housemaster
also spoke about the change after a meeting of associate advisors: "I never dreamed that a
group of Bexley people would discuss going off to Talbott House together." (This never
happened due to the cost, but there was serious discussion and tentative plans.) But does the
pleasure of the group go beyond "a group of people who are socially interdependent" to
"sharing] certain practices that both define the community and are nurtured by it?"1'"9 One of
the freshmen speaks about a practice of commitment:
The doors are open more now at Bexley than they were last term. There seems
to be more of a sense of community atmosphere now. I'm much more comfortable
going and asking people for help now than last term. Joost is leaving his door
open. We are too. (Why?) I decided to try it. It felt different. It feels more
like coming home. It feels more open. It's more welcoming. I can yell out, "come
in" without getting up. I never want to move out of Bexley. I like it when
people come by and just come on in. I run across and ask Joost, "is this
right?...does this make sense?" Then I just run back to my room and work some
more.
The discussion groups seem to be contributing to the sense of community. Members feel a sense of
belonging and describe their groups with affection. In February, a freshman says, "I've missed
the last 2 weeks, I really do miss discussion group, I always loved it." Even earlier, in
September and October, freshmen said, "I love my [discussion] group, it's great!," "I love my
discussion group...It's so good for me...I can tell I really need it," and "one of the things I look
forward to and enjoy the most is my discussion group, I just love it." And one of the discussion
group leaders, a graduate resident, comments on how his discussion group has helped him, "It's
really changed how I do my job. I know the freshmen in my group really well and I can get to
know their friends. They're more comfortable around me too."
One freshman, in describing his discussion group, expressed his disappointment with the fact
that some people stopped coming to the group meetings: "I would have expected all these
people to want to get to know the flavor, get to know the people at Bexley. I'm very
disappointed. People just come in and leave, it kills me to find I don't know all the freshmen."
He expresses his enthusiasm and affection for the community and his frustration at not knowing
everybody.
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Another frosh commented on the level of support in the community. He expressed surprise at
the level of appreciation for his music, calling it "really great support compared to my last
school. I didn't expect to find that kind of support here at MIT."
4.2. Community and self-esteem
The change in the level of confidence is remarkable. Again, I can't document this change, but I
am struck by the change in many of the freshmen between their first weeks here and now, in
terms of relaxedness and confident participation. They really support one another in these
shifts. For instance, one, who is quite aware of the change in himself, says, "yeah, they've
been working on me to loosen up. I really did need to. It's OK to."
In a completely gratuitous offering, a freshman started talking to me about confidence. We were
on our way somewhere together and I asked him how things were going. The following
conversation ensued:
Frosh: I'm really in a confident state now. Some people even say I'm arrogant.
Me: How does this compare to how you felt at the beginning of the year?
Frosh: I'm a lot more confident now. [My friend] thinks it's because of academics. He
thinks it's because I'm doing well academically. But he doesn't understand
that I know I'm doing OK, but I'm not pleased. I'm not confident, certainly not
arrogant about academics.
Me: Maybe at the beginning you weren't worried about academics and you're doing
well, so there's no impact on your academic confidence. Can you remember what
you were worried about at the beginning?
Frosh: Well, mostly social stuff...So it's just like now I know it's OK to have some
inadequacies. When I see something I don't like, I think about it and work on it,
but there are some things I can't change, and those ones I just accept. I figure
people aren't going to care that much if that thing isn't right.
Me: How do you feel about your friends? Do you feel like it's OK to have some
inadequacies with them?
Frosh: Oh yeah.
Me: How do you know?
Frosh: I just know my friends really well.
He went on to tell me about his mentor, a graduate student of the same ethnicity who evidently
adopted him, befriended him, and basically impacted his confidence drastically as a role
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model and also explicitly - they've talked about confidence a lot. This mentor was totally
outside of the program, but now the freshman says "I want to be able to do that in turn for other
people in the future, for the freshmen next year." And he certainly believes that he has the
power to do so. It would appear that he sees "the possibility of real heroism"" 0 in his role as
an upperclassman next year.
PARTICIPATION, CONTRIBUTION, AND RESPONSIBILITY
Contribution is simultaneously a source and a demonstration of high self regard derived from a
context which affirms an individual's value. In February, a freshman organizes a dinner
excursion, inviting a number of residents of all ages who he knows and organizing it a week in
advance. This indicated his sense of his ability to contribute; he had confidence that people
would want to go and that his efforts would be well-received. Similarly, one of our tutors
founded something called an "8.01 problem set review" in response to the particular problems
that freshmen were having in understanding the problems in preparation for tests. She
recognized a need and knew that her contribution would be valued. She certainly didn't need to
do this in order to be paid for her tutoring hours and it involved much more work than regular
tutoring, but she recognized and valued her ability to contribute. It would seem that both of
these students have Becker's "conviction that he is an object of primary value" to the
community.1n
One of the circumstances in which it becomes possible to value your own contribution is when
there is a reasonable level of participation. An increase in participation makes contribution
more visible and more likely to be appreciated. This year at Bexley, participation increased,
motivating potential contributors to make the effort to contribute:
I'm really noticing that the frosh show up at events. They really feel part of
it, like they're welcome. Last few years, you'd be lucky if 3-4 frosh showed up.
Now there are 10-15 that show up. (February.)
A freshman comments about his discussion group that he knows it is "good for trying to listen to
somebody. You can tell that people need to talk." Asked how he felt about this need, he
responded, "well, it's ok except when they don't seem to respond to your listening to them, when
they're just talking for the sake of talking, this is annoying, but if they respond it's good." He
110 Becker, The Birth and Death of Meaning, p. 77.
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realized the value of his contribution as a listener and he was able to see the others in the
group not just as "annoying" but also as in need, "need[ing] to talk."
But as the masks drop and we see the suffering and courage and brokenness and
deeper dignity underneath, we truly start to respect each other as fellow
human beings.tm
Freshmen rapidly learned to consider their opinions valid and valuable. As early as the
beginning of October, I had a discussion with a freshman in which I asked him about the project
as a whole. He said that he could see that some people wouldn't be able to recognize the value.
We talked about different ways of forming the discussion groups.
Participation and contexts for participation can result in increased responsibility on the part of
community-members. In one of the upperclassman discussion groups, the leader discussed an
unresolved dorm vandalism event. The participants independently took action in order to bring
the community to deal with the issue. This action led quick quiet resolution of the issue. Mel
King describes this, "community control...means people taking responsibility for making
decisions in their communities."" 3
This sense of taking responsibility also showed up as individuals feeling "ownership" of the
group context. In our staff group, the members became concerned with all the trivial details of
the program. In regard to the freshman discussion groups, I overheard the following exchange
between two freshmen, "What do you mean all we talk about is -. We talk about everything,
whatever we want to in his group." I also heard about such ownership in April when a
freshman told me that since another freshman in his discussion group wanted to go to a certain
lecture, the group was using its time that night to attend the lecture together.
As part of the Office of the Dean for Student Affairs' independent evaluation of the program,
they invited freshmen to a series of meetings to hear what they had to say outside of the
presence of the staff. After one such meeting, the freshmen participants came back glowing,
talkative, excited. They seemed to feel so proud and exhilarated by their contributions to the
meeting. They knew they had done a good job. Their pride in representing the community
seemed to be a demonstration of their affection for and rightful belongingness to the community.
They knew that their participation mattered, that it was valuable, and they felt responsible
for it. They worked to live up to their vision of their responsibility and they valued
112 Peck.
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themselves and each other for their contributions, regaling us with reenactments of one
another's best points.
MUTUAL-AID AND REALITY-TESTING
In order to foster a sense of mutual-aid - 'looking out for yourself through looking out for
others,"" 4 we responded to some freshmen in academic trouble by hooking them up as "study
buddies." They agreed to one another to meet on certain days and get each other to sit down and
study and go to tutoring. This atmosphere of mutual aid also took place on its own, without
encouragement. In November, one of the tutors described a tutoring session: "The freshmen
pretty much helped each other. I was there for things they didn't know, but they called out
the answers to most of the each others' questions."
"taking responsibility entails understanding that you have not got it made
until you can help others to get where you are or beyond...As people work
together and look out for each other, those most in need will be able to rise
up..." 5
Also in November I noticed that in the core staff group, the "support function" that I had been
concerned about was happening, just not in the time/space of our meeting as a group. But
relationships had been built which now provided support. Those relationships existed because
of the group. As Carl Rogers predicted,
in contacts outside the group...we will hear that one was gaining strength and
help from the other, that the second person was making available his
understanding, his support, his experience, his caring - making himself
available to the other.116
Rogers, like Becker, asserts that such "making available" occurs as a result of people
discovering their own value and ability to contribute. Rogers says it this way, "An incredible
gift of healing is possessed by many persons, if only they feel freed to give it, and experience in
a [community-building] group seems to make this possible."" 7
In December I am relieved that a certain freshman is comfortable talking to me and I realize
discussion groups could be a forum to address the types of issues we are discussing, and would
address them through peer-support rather than elder-consultation. I wondered why his wasn't
"4 Mel King, Chain of Change, p. 235.
1s Chain of Change, p. 235.
116 Carl Rogers on Encounter Groups, pp. 233-34.
117 Carl Rogers on Encounter Groups, pp. 233-34.
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doing that for him. If his discussion group was working as designed, he would have been able to
address those concerns. I recognized that facilitators need to give permission to talk about
personal things: how students are doing academically, roommate problems. This is
particularly important for people from cultures in which it might be considered impolite to
discuss individual problems.
4.3. Community and alienation/isolation
For upperclassmen, just having the forum of the discussion group seemed to make a big difference
in their experience. One upperclassmen commented at the end of his first discussion group: "I
was feeling a lot of anger about MIT, but I realized all I needed to do was talk about it." Mel
King says, "'Community' counteracts the frustration, depersonalization and fragmentation
which our current society forces on people." 18
Similarly, at one of the first meetings of another of the upperclassman discussion groups, an
upperclassmen mentioned why he considered it a valuable activity, "I don't have anyone to
talk to here." Freshmen mentioned in November that they were reassured by being "bothered"
by advisors and other staff because it makes them feel tied in, cared about: "I know there are
people around." They sense that members of the community "in some way [have] committed
themselves to one another."119 Community-members demonstrate that they feel cared about
and that they feel safe. Peck describes this as a place where it is safe "to speak one's heart:"'120
A group facilitator reports:
A member of my discussion group calls and asks if he can come over, then does.
A friend from his previous dorm has just attempted suicide. He is very open
with me about all the questions he is asking himself, like: "How far away am I
from those feelings?" "Why is it so hard to believe that people care?" "Why
do people wait until something happens to demonstrate that they care?" "If it
weren't for those people that I know I would hurt, is there anything really bad
or wrong about doing that [committing suicide]?" I encourage the questions and
try to be with him in that place of questioning but I don't try to answer them.
But I've thought about them myself and will share this with him next time we
talk as well as follow up with where he is on the issues.
118 Chain of Change, p. 234.
119 Peck, A Different Drum.
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The core staff was surprised to find that we had succeeded in creating a safe place with a few
freshmen who we felt that we weren't reaching. One of the freshmen who we thought we "were
just not getting through to" showed up at his advisor's door and "exhibited quite a lot of trust
and closeness to me. Talked about some pretty heavy stuff in past. About family relations,
financial situation, etc." The advisor was pleased to report, "I think he does feel close to me."
TAKING CARE OF EACH OTHER
It seems pertinent here to note the connection between feeling cared about and feeling willing
and able to care about others, discussed in the previous section. To what extent was the
emergent "mutual aid" the result of a successful "we really do care and we are available"
campaign waged by the upperclassmen and graduate residents? I attended the midterm
advising meetings with the faculty advisor in the middle of the first term. The freshmen kept
looking over at me during the interview like I was a support or somehow accessible or helpful,
like my presence made it easier to deal with the intimidation of a meeting with the faculty
advisor. I acted kind of like an advocate, like I was on their side. They seemed to see me as an
ally. I think that such feelings were the result of hard work on the part of tutors and advisors
and coordinators to get to know and to really "be there for" the freshmen. Tutors tutored late at
night. Freshmen knew tutors were available and they were comfortable calling up to ask for
help. And the system was such that a phone call had the power to reassure them: Typically
(September 15, 10:15 pm), a freshman calls, "I'm failing, I really need help. tomorrow? Great."
And similarly,
A frosh walks by my door, I ask jokingly if he is coming to physics tutoring
tonight. He said, "oh, there aren't office hours anymore." I got the new
schedule, showed him. He looked, then exclaimed, "oh, great, there's
chemistry right now, I need that, I'm going to go right over."
This last was an example of the way that our program was more than "franchised services,
which are therefore more convenient." The key thing was that human beings made the
connection between the announcement of the tutoring hours (which had been distributed to all
the freshmen), and the individual users, in this case, by reading the schedule to this freshman
(a copy of the same schedule he received in their box).
A freshman describes the convenience and personalization of the program:
Analysis
A good system because it's right in the dorm. You don't have to go to some
building in the middle of nowhere to a tutor who you've never seen before;
instead, here you are more closely related to people, feel more cared about. 24
hours a day, you know you can find someone to help you, not like having an
advisor only 9-5 in some building in the middle of nowhere. At discussion group:
it's nice to see other people having the same problems [reality-check]. It's good
to laugh and relax...
And another:
I like the tutoring program, I can call someone up at 10 and I know they can help
me because I'm stuck.
This level of attention served to convince them that our words were not superficial, convinced
them that we did have time for them and that we really were available and on their side. An
atmosphere of availability and mutual aid was fostered and we evidently succeeded in getting
it across to the freshmen that they could call on us. A few demonstrative entries from my
anecdote log:
9.13 12 am coord 2 frosh come by together to get tutoring schedule
9.15 3pm coord Frosh borrows tennis racquet.
9.15 coord Frosh asks if he can watch Star Trek on our TV. (This becomes a
weekly tradition attended by 2-7 frosh plus 1-4 upperclassmen.)
10.12 coord I am supposed to meet a frosh to see them play their musical
instrument. I'm feeling lazy about going, then realize: This is
this person's most important thing, if I really care about and am
interested in them, I will be interested in this. It is important
to demonstrate that I care. There is more to this than it seems.
This is community-building (from the comm-builder's
perspective). Afterthought: In many professional helping
contexts, there is no opportunity to prove you care,
"professional" behavior excludes such interactions.
2.14.91 coord Several days ago, I introduced myself to one of the new
freshmen right across the hall and tell him that I'm always
around and it makes me feel good when people ask for things.
He came over today and borrowed thread.
As evidenced by this last entry, we continued the outreach efforts to the new freshmen who
transferred in to the house second term.
Analysis
The relationships between advisors and freshman advisees really seemed to make a difference.
In early September, an advisor reports his advisee spends 3 hours on the floor with all the
catalogs trying to find a fourth class. "Next day, comes back for 2 hours, has coffee, we make
phone calls to find out about courses." The following interchange demonstrates the kind of
effect that the close friendships had. At a delicate time for one of the freshmen in terms of his
own self-concept, his advisor was there. His advisor was able to help him process some
discouraging information. This occurred in January, when first term grades were released:
Advisor: Did you get that letter from the UASO?"
Advisee: Yes, it was kinda harsh, but I remembered what you told me about it not being
official warning and not going on my permanent record, so I didn't feel too bad.
According to Mel King,
People flourish in a more personal environment, their strengths can be
cultivated, their weaknesses can be improved upon, with the support of
neighbors who possess complementary skills and strengths. 121
Some freshmen are aware of the impact of the program in this way. Midway through the first
term, a freshman commented on his discussion group: "oh, man, couldn't do without that. It
helped me a lot with making the lifestyle adjustment and to come to know people who I
wouldn't have otherwise...I harass [my discussion group leader] at midnight to get sandwiches
heated." And on his advisor: "he's always there when I need help. I call when I need help on
a problem set, or with the bureaucracy."
Between the various program components (tutoring, advising, discussion groups) each of the
freshmen managed to get "networked in" to the community in one or more ways. A typical
example of the interactions with the three components is described by a freshmen in response to
queries about the program at midterm in the first term:
Don't like my discussion group: We weren't discussing important issues, talking
about little things. There should be a topic, I don't want to make up the topic.
The leader should make up political or moral topic the week before, then we'd
think about it. [Discussion group] is not a significant thing. If I'd gotten
something out of it, I would have been obligated to go, but since it isn't, I don't
feel that I have to go. Our leader is...overtrying to be non-interfering.
133
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Tutoring: 8.01 helps greatly, it's the class I'm doing best in. The 8.01 tutoring is
working so well, it's really great. The 3.091 practice exam helped a lot, my
score went up, it made a difference. Everyone's so jealous of our tutoring system,
they ask me if they can move into Bexley.
Advising? [My advisor] calls me once in a while. If I had a problem, I'd go to
him first, I trust him and think he's a great advisor.
Another freshman comments on his experience of the community: "Supported? Yes, lots of it,
all the people from Bexley, the upperclassmen, they're just great!, I hang out in their rooms."
In modelling "taking care of each other" we
encouraged the freshmen to take responsibility for
helping each other out. We showed them that
ordinary people in the house are a source of help,
expertise, non-judgmental listening. Thus people
looked inside the community for help and
recognized themselves as helpers.
This self-recognition was demonstrated recently. A freshman who is my next-door neighbor
came over to chat for a while the other night and in our conversation I did not hide the fact
that I was 'kinda blue.' The next day he walked in and said, "you know, I was thinking about it
and I realized you're always there for us to talk to, but I wondered who you have to talk to and
I want you to know that I'm here if you ever need to talk." This gift indicated several
important things to me: First, that the freshman valued his own ability to give to the point
where he would explicitly offer it - and not just to a peer but to a graduate student, to somebody
in a position of responsibility etc. (i.e. somebody whose position and age are relentless barriers
to being seen as a fellow struggling peer). Also it was a demonstration of the difference between
services and community. In services, helping relationships are one-way, dead-ended. The
helped person has no opportunity to see himself as a valuable contributor.
Analysis
In community, relationships are two-way, enabling
both parties to see themselves as contributors,
enabling elders to be seen as peers. In order for the
freshman to see a need for him to make the offer he
did, he had to recognize that I have problems too,
that I might be lonely too. In community, there is a
continuity of humanity where everyone plays all the
roles. Within the community, people are not limited to a single role, "I tutor the freshmen"
or "I'm a freshmen and X tutors me, Y is my advisor, and when I'm upset I can talk to Z."
Instead, "We're neighbors and we recognize that we're all struggling, which means that we all
have needs, blues, and capacities. We help each other in whatever way we can whenever
there is a need."
4.4. Community and inclusivity
Our mission and the statement of concerns emphasized the issues of intolerance and
demonstrations of hostility. In the staff training, we worked extensively on issues of our own
assumptions, what we bring, what it takes to "listen nonjudgmentally," and when and how to
intervene when someone is being disrespectful. Since the discussion groups are safe places, (the
members know each other well, some trust has been built, and they are confidential and ongoing
sources of support) they are appropriate forums to introduce some challenge on these ideas. In
some of the discussion groups, issues of diversity and tolerance were discussed repeatedly.
According to one discussion group facilitator, "we talked about it several times and I find that
it's always part of discussions around here because it's so diverse here. We've talked about
race, culture, homophobia." All of the groups have had at least one discussion on these issues in
response to Vest's mandate on sexual harassment.
One incident of racial harassment came to my attention. Unfortunately, my hands were tied
because the student requested that I not take any action or speak to anyone about it. I did
request that the graduate residents address such issues in the discussion groups, but by that
point the program was already totally decentralied, so no such joint commitments were made.
Analysis
This issue and the range of possibilities, from unconscious disrespect for culture to outright
harassment should be explicitly a part of the purpose of the discussion groups. As it was, most
of the work that was done on these issues was as a side-effect of the groups' internal diversity.
"Every entity develops (or is transformed) within itself, through the interplay of its
contradictions."m2
The "internal" diversity of the freshmen produced valuable cultural exchange. A discussion
group member described, "Everybody wants to hear about [my hometown] and Mark tells us such
interesting things about his little island in the middle of the ocean." Similarly,
I like [my discussion group], it's interesting, Ben, from France, is always talking
to us about France, it's wonderful, Fletch talks about Maryland, they're always
asking me about Texas and El Paso, we have fun, sometimes it gets really tense
when we hit on a big subject. I don't mean tense like we get upset, I meant that
we get excited. It's really cool. We talk about a lot of things. We compare
France's social problems to the US, there's a lot of difference, it's very
interesting.
The only clear demonstration that I found of our accomplishments on inclusivity shows that in
the freshman community there was sufficient motivation for at least one freshmen to question
their assumptions and discard programming: W (a white frosh) and S (a freshman of color) are
good friends. S came to me and said, "you know, W is really doing some work. Last night, they
said to me, 'you know, S, if you wanted to date my [sibling], that would be OK with me.'" These
two originally met and became friends in discussion group.
Although such comments are difficult to elicit and therefore scarce, they point to the tendency
of community to result in "'allness'...not merely a matter of including different sexes, races, and
creeds..."123 and the potential in what we created to do this for participants, based on
providing forums for safe exploration of their own diversity as a group.
One shortcoming might have been that we were focussed on race as the problematic diversity
issue. This did not take account of the community in which we were working. This community is
very diverse racially and inclusive racially and there are strong and active sub-communities of
at least two ethnic groups. So racial intolerance simply isn't much of an issue here. However,
M Freire, Pedagogy of the Oppressed,, p. 124, 132, 133.
123 Peck.
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there is significant (total) religious intolerance. People are ridiculed and ostracized for being
religious at all. The graduate resident whose group did deal with diversity issues in depth did
not address religion in the group forum, although he said that he has had several
conversations with individuals about religious issues.
There is little tolerance for people who differ on political ideology in terms of how the dorm
should be, an example of which is the sloganized hostility directed toward the organizers of
the program. These issues of tolerance, diversity, and pluralism should have been discussed in
the discussing groups. Our lack of an explicit and thoughtful commitment to pluralism
prevented us from seeing the opportunities and topics for bringing up these issues, challenging
community-members to examine their assumptions and behavior.
DISCOURSE
Another criterion of inclusivity is the ability of the community to engage in and sustain
discourse. One example of this was the house meeting where the fate of the program was
determined. As discussed above in the narrative, freshmen spoke up and were brave enough to
disagree with the prevailing opinion of their peers and of upperclassmen. "For it provides an
example of free discussion among equals, leading to their own decision making,"124 An example
of this was during a discussion of the need for discussion groups:
Senior: The whole idea of discussion groups gives me the heebie-jeebies. When I was a
freshman, my suitemate always had his door open and others did and I just got
to know people, I didn't need a discussion group. Why would we need them
now? I leave my door open. I've gotten to know freshmen and I'm not a tutor or
an advisor.
Frosh: Well, try living in my room! There are no doors open in my entry. I come in and
I wonder if anybody lives here!
Freire affirms the value of inclusive dialogue in the process of decision-making for its role in
the development of the community and of the individuals. Such participation brings
transformation toward more humane society:
Some may think to affirm dialogue - the encounter of men in the world in order
to transform the world - is naively and subjectively idealistic. There is
nothing, however, more real or concrete than men in the world and with the
world, than men with other men - and some men against others...Every entity
develops (or is transformed) within itself, through the interplay of its
124 Nyerere.
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contradictions...Dialogue, as the encounter among men to "name" the world, is a
fundamental precondition for their true humanization.'s
The ability of all members of the community to experience themselves as having "voice," the
value that they place on their own participation in dialogue, and the availability of forums
for dialogue are measures of the inclusivity and development of the community. Although I
think we did well with the freshmen on the issues of individual empowerment, voice, and
valuing their own ability to contribute, I think we did not do well in terms of initiating
dialogues, forums for dialogue in the house as a whole. The various discussion groups were
utilized by thirty percent of the residents. In the Spring term, the two major issues, the future
of the program and selection of new graduate residents, both necessitated house-wide forums.
Freshman participation was high, but house participation was not. At each of three counted
events (out of five, the other two of which were not counted) concerning these two issues, the
rate of freshmen attendance was double the rate for the house as a whole, as illustrated in the
chart below.
3/7 house mtg-pro
EOf fresh
3/19 GR fo2-d o h u
3/20 GR house meeting
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
events with asterisk after date were frehman-onIy events
4.5. Competent community
We said we were about "building community" and "inclusivity." But we didn't include the
community in the process of designing the new program. We thought we knew best and we
didn't want it diluted or distracted by "immature, cynical, destructive" community-members.
What kind of leaders are we if we think of our community in these terms? Maybe their
behavior is cynical and destructive, but our program is founded on the belief that such behavior
is the result of a dehumanizing context. Our behavior perpetuated that context. We did not
1 Freire, Pedagogy of the Oppressed,, p. 124, 132, 133.
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create a context which invited or enabled a different kind of behavior or response. Our
relationship with the opposition could even be described as "anti-community." W e
were in effect replacing one "in-group" with another.
It was more like a coup than a community-building
effort.
Dialogue with the people is radically necessary to every authentic revolution.
This is what makes it a revolution, as distinguished from a military coup. One
does not expect dialogue from a coup - only deceit (in order to achieve
"legitimacy") or force (in order to repress). Sooner or later, a true revolution
must initiate a courageous dialogue with the people. It's very legitimacy lies
in that dialogue. It cannot fear the people, their expression, their effective
participation in power. It must be accountable to them, must speak frankly to
them of its achievements, its mistakes, its miscalculations, and its
difficulties.126
RESPONSE TO THE OPPOSITION
When I realized the "incompetence" of our dealings with the opposition, I pushed for a house
meeting to discuss the program. Several questions and theories arose consistent with our policy
of disregarding and invalidating the opposition. One question was whether the opposition
would be willing to come above ground. We considered the allure of opposing the program and
other similar things as an underground activity. If the cynical, critical attitude and manner
has its root as a [precious] source of identity for some people, such people may not be willing to
or interested in standing up for their ideas in a public forum. Alternatively, the criticism may
be a form of entertainment which has no substance as a formal political ideology. For example,
many of Bill's "usual suspects" who he interrogated in response to the IAP incidents are
actually tutors and advisors - upperclassmen who, if they can be judged to "vote with their
feet," do support the program. Of these, whereas the tutors might be in it "just for the money,"
the advisors are volunteers. However, we should not assume anything based on such facts: A
valid explanation for their participation, consistent with serious ideological opposition, would
be to dilute freshmen "brainwashing" activities, surely a dedicated level of commitment to
protecting the freshmen from Bill's evil influence. Since we do not really know the nature of
the opposition, it is inappropriate to second-guess it. In any case, there is no excuse for our
refusing to legitimize it, no excuse for refusing to converse with them. Our refusal to do so is
126 Freire, Pedagogy of the Oppressed, p. 122.
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hypocritical, contradicts the purported purposes of the program, and destroys our credibility as
leaders in a community-building activity.
Joost says this analysis is interesting but not correct. He says that such opposition did not
really exist and thus that we did not refuse to listen. Perhaps I did refuse to listen, and
perhaps it was a felt policy. Joost said that he went around asking people what they thought
and then brought the issues they raised to our group. Bill also criticized my analysis and said
there was no need to initiate a formal discourse at that point. He reminds me that there was a
house meeting in which we presented the whole plan to the house, fielded concerns and got
approval. He also tells me that two house residents did have serious concerns about the
program and came to him and talked about it. Both Joost and Bill feel that any serious
opposition has satisfied itself and that the graffiti really is "flaming" (killing time by
screaming and yelling about something but not really with much real interest in the thing one is
complaining about). Michelle agrees that there wasn't really any opposition to the program,
people were just flaming "as an exercise." She feels that the strength of our policy was Bill's
"openness" which "made it so people really felt listened to."
Todd agrees that we had a policy of ignoring the opposition, calling it "inevitable." According
to Todd, since a portion of people of this age and some people around here seem to be "hell-bent"
on criticizing and destroying, the only way to get anything done is to ignore them. He says, "of
course that was our policy." Students (both freshmen and upperclassmen) say that it did seem
that there was such a policy. I asked if they felt that they were listened to, if they felt heard.
They said that they didn't, that it really seemed that "the powers that be" were pretty
convinced about what they were doing and had no willingness to hear opposing viewpoints,
however intelligently articulated.
During the summer and IAP, the attitude of the core staff was, "they're immature, they're just
being critical for entertainment, they can't stop the program. We don't have to pay attention to
them, we'll just ignore them. We can't be bothered to respond to their needles, that's just what
they want anyway." I strongly supported this stance because I was very frightened that I
might be exposed to a direct confrontation. But after analyzing our approach, I see our refusal to
enter into discourse with the opposition as very dangerous. If this program is about listening
nonjudgmentally to the freshmen and "being there" regardless of how the freshmen respond to
us, we need to be the same way among our own staff and among the community, which includes
the opposition. How can we really be about listening and not judging if we dismiss the
opposition within the community and refuse to listen to them? That says that "listening" is a
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front and the program really has some other purpose or that we don't understand what
"listening" really is.
In addition, if we are about community and inclusivity, how can we exclude part of the
community because they don't agree with us? How can we refuse to engage in discourse because
we are afraid of publicizing what they have to say? How can we say we are really about and
for the community if we are unwilling to answer certain questions in public?
giving leadership does not mean usurping the role of the people...There are,
however, two essential elements of democracy without which it cannot work.
First is that everyone must be allowed to speak freely, and everyone must be
listened to. It does not matter how unpopular a man's ideas, or how mistaken
the majority think him. It does not make any difference whether he is liked or
disliked for his personal qualities...The minority in any debate must have the
right to speak without fear of persecution; it must be defeated in argument not
by threat of force. The debates leading to a decision must be free debates. And
even after a decision has been made, free discussion about it should be allowed
to continue. For the minority must know that if it has a good case, and if it
argues properly and correctly, it will be able to convert the majority.
Similarly, the majority must be willing to maintain the argument until the
minority has been convinced of the correctness of the decision which has been
made. Free debate must continue. It is an essential element of personal
freedom.2
If we are really about community, we need to be about rigorous discourse, about expressing our
problems intelligently and civilly, about aggressively creating forums for and a culture which
sanctions inclusive discourse. If we refuse to legitimize or even listen to the opposition, we force
them to resort to slander, myth, and graffiti. If we invite them to participate in a genuine
discourse, and if we model this kind of response, then we call to the higher part of our
opponents, rather than forcing them to respond in a simplistic, anti-intellectual way.
It is important to note that not all members of the core staff agree that we had this policy.
Some felt that they made particular efforts to engage in one-on-one discourses with vocal
opponents to the program. My point is that the proper response to the several surges of criticism
would have been to create a forum for discourse, and to model the type of approach we wanted
to see in them. We should have immediately called a house meeting. (When I suggested this
haphazardly at some point - without this theory - just out of anger, simply in an urge to confront
them, the suggestion was put down on the basis that "they wouldn't show up.") Second-guessing
the quality and seriousness of the content of the criticism is not our place - in fact it is the
opposite of what we are supposed to be doing. It would have been fine if we had called a
127 Julius K. Nyerere, Man and Development, p. 31.
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meeting and nobody showed up. It was important to model - to hold out there - the kind of
discourse, the quality of expression to which we are calling people.
The next step after such a meeting (or before such a meeting) would have been to work with the
individuals in question to make sure that they felt that they had voice. W h e n
people do not feel they have voice, or when we
deny them voice, or when there is no forum for
speaking, or when no one is listening, we drive
them to write on the walls. We also drive down the quality of the
content by driving it toward slogans and slander designed to get our attention - or at least bother
us. If there had been a forum in which it was evident that we were paying attention and
responding to house opinion, the quality of the content would have been improved. We could
have benefitted from the wisdom of house history, traditions, and culture and from the critical
thinking and creativity of our dauntingly intelligent and insightful "opponents." Instead we
disenfranchised, devalued, invalidated, and ignored them, losing out on the potential
contributions of many members of the community.
...a lack of confidence in the people's ability to think, to want, and to know.
Accordingly, these adherents to the people's cause constantly run the risk of
falling into a type of generosity as malefic as that of the oppressors...[these
leaders] truly desire to transform the unjust order; but because of their
background they believe that they must be executors of the transformation.
They talk about the people, but they do not trust them; and trusting the people
is the indispensable precondition for revolutionary change.128
INTEGRITY OF THE STAFF
Talking The Talk but not Walking the Walk
The organization, our policies, and our behavior lacked integrity. This lack of integrity took
many forms and there were several explanations for why things were so. The main theme of our
lack of integrity was that we espoused principles which we did not practice. The main reason
for this was that we had not worked through the principles to a point where we really
12 Freire, Pedagogy of the Oppressed, p. 46.
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understood them and embodied them. This was a result of a lack of explicit commitment to
those principles as individuals and as a group. The fallout of our lack of integrity took place at
three levels, for which I will use physical metaphors: our individual development as
practitioners (ability to function optimally with students "out the front door"), our functioning
as a group (what happens "in the back room"), and our external relations with the community
as a whole (in our relationships "with the neighborhood").
It is important for an organization which seeks to "humanize," to practice its principles on all
three scales. I will start with consistency between what we do "out the front door" and "in the
back room." This means that if we think that the Institute dehumanizes students and we feel
that students deserve to be treated humanely and we develop techniques and practices for
treating them differently, we must recognize that the rest of us are also students here.
(upperclassmen and graduate students) and deserve the same level of understanding,
sensitivity, and humanity. If we posit that students treat each other disrespectfully as a result
of being dehumanized, we cannot justify ignoring our own dehumanization, expecting ourselves
to "rise above" the environment. This is an unfair expectation of ourselves and each other.
Such "one-way" modes of operation are often blamed for "burnout" in the social services. Social
workers and psychologists who are expected and expect themselves to be 100% love and care for
their clients but who do not acknowledge their own needs for support, or do not have access to an
ongoing system of support, soon find their ability to care for their clients threatened by fears
and discouragements similar to their clients'.
This also means that if we claim that we are about listening, we need to listen to each other,
which we don't. This is not thoroughly true. There are several close relationships within the
staff group, but these relationships are not available to all members, they are not formalized
and explicit. And there is no recourse if these informal relationships break down or are
temporarily unavailable. The kind of non-judgmental, committed listening that we want to
provide for the students is not available for us except as it happens to be a facet of a social
relationship that exists within the group. Once the program began, we explicitly defined our
group meetings as staff meetings not for the purpose of support. A proposal for establishing
support dyads was rejected on the basis that the informal network was sufficient.
If we say that we are concerned about students' self-
esteem, about their alienation and isolation, and
about their inability or unwillingness to treat each
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other respectfully (intolerance) and if we claim that
these three problems are linked to the MIT
environment, then we must see ourselves as
potential victims and perpetrators of these same
problems. We must be concerned about one anothers' self-esteem and alienation. We
had an opportunity to really see these things in action in the microcosm of our staff group, but
we ignored them. We denied our fear of failure - just like students do. We lashed out at one
another when we felt insecure or threatened - just like students do. We became alienated and
uncommunicative - just like students do.
We failed to look at ourselves as forgivingly as we want to look at students. I say "want" to
look at students because I believe that we do share such an intention toward the students, but I
do not say "as we do" look at students because I am not sure that we can tolerate students' pain
and fear without running away from the pain, trying to "fix it up," and without judging them if
we are incapable of acknowledging our own pain and fear of failure, if we are incapable of "just
being with" each others' pain, if we are incapable of treating ourselves and each other non-
judgmentally.
I wonder why nine people supposedly committed to altruistic action could get to a point where
we treated each other so badly, with suspicion and challenge and defensiveness and "dread" of
our meetings. I wonder if it is a developmental thing. We can want to help others, but only
when we are in a position of superiority. We are willing to "listen non-judgmentally" as long as
we perceive ourselves as superior, as knowing, as powerful, as long as the information cannot
threaten us because we are older, more mature, more stable. So we are only really capable of
treating people well who do not threaten our concept of ourselves? It seemed that our
commitments to listening only applied to troubled kids who cannot challenge our own way of
knowing, These commitments did not apply to fellow staff members of varying ideologies and
styles of expression, whose challenges we cannot escape through intellectualizations about the
superiority of maturity.
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This is not a genuine commitment to listening with a "willingness to change."129 I guess the
desire to help others at any level is a good thing. I strive for getting to a point where I can let
another person's way of knowing always be as valid as mine and deal with that. To me that is
what really honoring somebody else is about, not seeing myself as superior to them. For our
staff group to have treated each other honorably, respectfully, with "real listening" we would
have had to acknowledge the validity of very different styles of expression and ways of
knowing. Either this was too threatening for us where we each were as individuals or we
simply did not have the commitment to doing the level of work necessary to get to that place.
"In the back room" we decisively chose not to put the time and energy into being a community for
one another. We refused to commit to what it would take to achieve exactly what we said we
wanted for the freshmen and the Bexley community. We chose to put our efforts into them
instead of into our group, ignoring the connection between the two. We decided that it didn't
really matter if we were working well together or not. Most of us think that it really wouldn't
have made much of a difference to the program if we had succeeded in working together with
more trust and communication; we think the program was pretty much as good as it could have
been. Sometimes I agree with this analysis. However, I also wonder how we can model and try
to create community if we have not experienced it - if we have not gone through that process
ourselves? (This kind of "invisible" parallel is not accepted by the scientific minds with whom
I work, so I feel that I cannot even suggest it.)
This brings us to the issue of how we behave "with the neighborhood." The same criteria
apply: Do we listen? Do we recognize the possibilities of low self-esteem and alienation/
isolation, particularly when we react to demonstrations of intolerance? Are we sensitive to
students' behavior as a response to the dehumanizing force of the Institute? In my opinion, we
failed pretty miserably at all of this. We ignored and sought to invalidate voices of opposition
to the program. We reacted to and took on challengers rather than approaching them with
listening and openness. We took slander as a threat and offense to ourselves rather than seeing
it in the context of the dehumanizing relationship between the students and the Institute. We
expected the students to recognize and accept our good intentions and were hurt and shocked
when they suspected us. We failed to be aware of and acknowledge the larger context: With a
history of increasing "crackdown" from the Institute, why should they trust a more insidious
"program?" We reacted instead of responding.
129 Mel King
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One way that I responded personally to the slander was to realize that if everybody in the
dorm was as mature and thoughtful as I would wish, then I wouldn't be here trying to create a
more civil, caring community. I needed to recognize that developmentally, it's normal and
appropriate for the people involved in the opposition to identify themselves as an in-group
and reject others as an out-group. By getting political with them, I am reinforcing this whole
activity rather than calling to them to participate in something bigger - a real discussion of
what Bexley is about and whether or not we should have a program that's about being nice to
the freshmen. I was anticipating that the accusations and questions about Bill's and my
motives would come out and be discussed at one of the house meetings. I didn't hope to be
vindicated, but I thought it would be an opportunity to bring forth a discussion about house
culture in terms of friendliness and inclusivity. I intended to use my voice to legitimate and
bring into sound the currently silent voices who might oppose the dominant culture of hostility.
But this didn't happen and I failed to proactively bring it up.
I condemn our lack of integrity but I also understand it. I have been working on the idea of
community pretty much full time for a year and a half and my behavior is only beginning to
embody the principles of inclusivity and discourse. Changing my beliefs, thought, behavior,
and response from individualistic, defensive, and fearful, to communal, trusting, and honoring
of others has taken a lot of hard personal work and has been a very slow process. What I have
done is certainly beyond the explicit commitment that exists in our staff group or in the job
description of a graduate resident.
I know that everyone in that group has the best of intentions, but our principles and
commitments are antithetical to the culture in which we find ourselves and to which we have
conformed in pursuit of excellence (or survival). For many of us, the culture of individualism
and fear has been present for our whole lives, programming and enculturating us to mistrustful,
self-centered, superior thought and behavior. Yes, we all want to help the freshmen and we
experience compassion for them and we are willing to commit our time and energy to them, but
that does not mean that we are actually capable of treating them non-judgmentally, of listening
with a "willingness to change," of seeing their extant meaning-making systems as completely
valid, of seeing their behavior in context and not interpreting it as affronts to ourselves, of
confronting our own fears and assumptions and examining their effects. In fact, not all of us even
see these abilities as necessary goals in order to be able to help people.
CONCLUSIONS FROM THE PILOT PROJECT
In reflecting on what I learned from the pilot project, I must admit that somewhat to my
surprise I learned that community really does work to address the concerns and that we can
measure and demonstrate that it works. Even though I championed community, spoke, and
wrote about it, I was terrified by the prospect of attempting to prove that we had actually built
community or that it was effective in adderessing low self-esteem, alienation/islation, and
fostering inclusivity. I felt that I was sandbagging our work by searching for "proof." It has
actually been a shock to me to realize that we did it and to acknowledge the impact that it has
had on the community and on people. It is also a sharp learning for me about my own beliefs. I
felt that I had total faith in community, but I didn't expect to be able to see it so powerfully.
Maybe I didn't really have that faith. I was afraid to talk about our goals, I was afraid I
couldn't prove the effect. So somewhere deep inside, I was actually skeptical about the power
of community. I offer these rather personal reflections here in order to qualify my analysis
with my own skepticism.
The program, the freshmen, living in the place that has resulted from our efforts, forcing
myself in terror to write that analysis chapter, these have taught me to believe in community
and in its capacities for what I feel is the first time. I realized that when the freshmen went to
the private meetings with the Deans, I did not have a moment of concern. It never crossed my
mind to "prime" them. I had come to respect and admire them as members and representatives
of my community, of our work, of our community. I knew that they recognized and valued the
community and I completely trusted their judgment as attentive, thoughtful community-
members about the usefulness of the program.
These perceptions, coupled with my observations of the freshmen on their return from the
meeting, signify a lot about the community that we have built together. They signify that it is
not a community that fosters identity based on one-upmanship, criticism, cynicism, or
superiority. That it is a community in which members are seen for their strengths and in which
they can come to accurate perceptions of their own strengths. It is a community in which there
are sufficient sources of self-esteem other than cynicism, criticism, and rebellion so that people
can be thoughtful, discerning, and honest about what is useful, about others' contributions, and
about change. It is also a community in which members are not blindly prejudiced about one
another. There are no divisions, no popularity, no relative in-ness and less in-ness. The people
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who spend less time here are no less a part of the place than those who attend every event and
are always around. Oldtime upperclassmen have no more say over the way things are than new
freshmen, who have their own ideas about how things should be, although the former still
have voice and the influence accorded with age. And the freshmen, like all community-
members, know that they not only have the right to contribute to how things are, but also that
their contribution matters, is appreciated, and thus that they are valuable and valued people
who can "make a difference" to their neighbors.
Community has the power to impact students self-esteem, alienation, and inclusivity.
Community can be intentionally built. Student services and helping programs need to see the
Carnegie Report and their own language, as evidenced in the Freshman Housing Report and the
job description of graduate residents, as a real means to address concerns about student's self-
esteem, alienation/isolation, and inclusivity. Techniques exist that can be used to build
community - it isn't just abstract politically correct rhetoric, it can be done. We actually have
some specific recommendations for how it can be done. Administrators also need to be aware of
the professional field that knows how to build community, professionals who can be drawn on in
implementation of commitments to creating community on campus.
Leadership at MIT needs to recognize building community as a highly effective type of crisis-
intervention and an effective means of service delivery. We have developed some specific
techniques for building community in order to produce vast improvements in how freshmen and
upperclassman experience service-provision and how comfortable they are calling on elders. In
Part II below, I make specific recommendations about building community in terms of existing
programs and in terms of comprehensive new programs such as Bexley's. One chapter discusses
the issues of replication. Another provides an analysis and justification of change in the
freshman academic advising system: Residential proximity between associate advisors and
their freshmen advisees improve the quality and quantity of academic advising for frosh.
Associate advisors and the relationship between associate advisors and freshmen should be the
focus of this system. We have looked into the technicalities of how to do this, discovering that
it doesn't matter how many associate advisors a faculty advisor has. We also recognize the
need to provide guidance on how to build the desired relationship.
A third chapter recommends changes in the graduate resident system, to reorient the job
description and training around community-building. It is part of the existing job description,
but the skills and activities should be more explicitly set out. Graduate residents should be
trained in community building skills, so that they will be able to build peer networks which
include all students in order to emphasize peer support; this strategy multiplies out the helping
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resource. In the process, they will build better relationships with individual students so that
graduate residents will be better positioned for their job of crisis-intervention.
Part II also contains a chapter which offers examples of specific strategies that can be used by
staff already in place in different parts of the system in order to work in a more community-
minded way. These techniques would also be part of any revamped training or job description
for graduate residents and will be used in the institutionalization of our own program.
In looking at the use of community in lieu of other approaches to these same problems, one
simple statistic stands out: We were able to reach one hundred percent of our target audience
through an ongoing context that offered different strategies and different approaches and
different personalities until everyone was reached, until everyone was part of it and had
relationships with peers and elders that enable them to feel "part of it." We have the
capacity to draw people in to deal with important issues. We have the base of familiarity
which makes elders truly accessible. We have strong peer networks that include everyone. We
have created opportunities for community-members to contribute to the community, providing
alternative sources of self-esteem. We have freshmen committing themselves to leadership
positions for next year in the ongoing activity of taking care of each other.
PART 11
RECOMMENDATIONS
INTRODUCTION
It is important to understand the difficulty of doing something like building community. If it
were easy, I would not be writing this document because it would be the norm to serve students in
this way. Actually, that's not true. The reason that services began to be delivered in a
dehumanized way was that most professional service paradigms developed early in this
century when "being scientific" was the way to become credible. Creating a standardized
"professionalism" was the way for psychology, social work, and social services to become
legitimate activities. However, research has taken our wisdom beyond that fad, and now, in
pursuit of effectiveness, we return to an understanding of humanity and community as the basis
for attempts to help people and their environments toward greater humanity.
We have begun to revalue community and society as a context of meaning and as the basis for our
development and we have begun clumsily to relearn how to get ourselves from our
individualism into community. But we also need to understand the challenges that are part of
our society as we reapproach community. Our science and technology have not afforded us much
progress or tools to work on these challenges. Our project has made a few steps along the path
of rediscovering what it means to live in and promote community. In Part II, I offer these
learnings to you.
The first chapter below discusses issues regarding replication of the project. The next three
chapters present specific recommendations on the freshman advising system, the graduate
resident system, and community-building strategies that can be used by staff anywhere in the
existing system.
5. REPLICATION
We succeeded in building community which effectively mitigated the usual drop in self-esteem,
alleviated alienation and isolation, and fostered inclusivity. We have recommendations for
other people who want to address these issues. The key aspect of our community-building
activities and strategies is that they are oriented around the academic mission. The strategies
call on shared academic needs and goals as the focal point for building relationships, providing
opportunities for contribution, and working in diversity.
5.1. Alleviating alienation and isolation
We found that building relationships is an effective way to alleviate alienation and isolation.
By designing ways for all students to get to know peers and elders, people can feel more linked
into the community. We found that "franchising out" needed resources and offering them in-
house provided a way for people to get to know each other while jointly pursuing their
academic goals. By formalizing the creation of relationships within the house, freshmen got to
know each other and upperclassmen around the academic mission instead of in a social context.
For example, freshmen got to know upperclassmen in the house by going to tutoring office hours.
Freshmen met and worked together at such study sessions and at problem set reviews.
Upperclassmen found tutoring to be a good way to get to know freshmen.
Freshmen who didn't use tutoring had a chance to get to know at least one upperclassman, their
associate advisor. Freshmen got to know one another and an elder resident in their discussion
groups, each of which was led by one of the graduate residents. Finally, several upperclassmen
were specifically attentive to the freshmen, introducing them to one another and to other
upperclassmen, in order to foster friendships among the freshmen and to help them become
comfortable around upperclassmen. These upperclassmen also left their doors open to make it
seem like a friendly, open, accessible place, where people could drop in on other residents.
5.2. Bulwarking students' self-esteem
We found that students' can maintain their self-esteem even under the onslaught of first contact
with the hidden curriculum if they are provided with opportunities to contribute to their
environment and contexts which help them gain perspective. When people contribute, they
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experience themselves as valued and valuable. We facilitated opportunities for freshmen to
help other frosh in study groups and in discussion groups, and by asking them to contribute to
their larger community by helping to organize and get ready for events. We found that
upperclassmen, particularly the incumbent sophomores, are enthusiastic to volunteer to be
associate advisors, valuing the opportunity to contribute to other people, and also recognizing
their own ability to contribute. We also found that the discussion groups provided students
with a context in which to reflect on their performance, test their picture of reality against
their peers', and to adjust their expectations.
5.3. Fostering inclusivity
In order to foster inclusivity and help students to grow beyond their assumptions, we need to
provide both support and challenge. Such growth occurs in an ongoing context of safety and
motivation. In our program, the discussion groups provided this ongoing context. The discussion
groups, after building some familiarity and safety over time, were able to directly discuss issues
of racism, homophobia, and cultural diversity. Also, the discussion groups motivated people to
move beyond their assumptions by helping people to get to know one another who otherwise
might not have done so. In this way, people came to admire one another and then face the
assumptions they brought. The discussion groups' internal diversity challenged the members to
tolerate and include different characteristics and personalities.
Advising pairs, since they were assigned, also provided an ongoing experience of "internal
diversity" which motivated and challenged the openness, tolerance, and respect of both
advisor and advisee. These diversity experiences were all working relationships, providing
participants with experiences in which they could see one another's strengths in contribution to
a common task.
5.4. No blueprint
I originally sat down to write a thesis that would document the Bexley Coordinated Freshman
Program in order to provide a blueprint (or at least a skeleton) of a "state-of-the-art
intervention" which could be implemented elsewhere. As I identified various models, I was
searching for a reductivist way to see the program. I wanted to simplify it to a formula which I
could "hand" or "sell" to other dorms, to deans, to interested students. I felt that it had to be
simplified and packaged to be a "sale-able product." I expected to be able to discover the
elemental equation which underlay what we had done - the vital part that "made it work,"
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that was responsible for the success. But then I realized that it was important for each place to
develop its own plan so that it really owns and has a vested interest in its plan. Each place
will also have its own different version of the needs as well as its own strengths and resources
and traditions to address those needs.
Therefore, I no longer believe that a blueprint is possible. In terms of other places, the program
we did is a sketch and an example. The only state-of-the-art technique that we have
developed is a very general recommendation: "Stop it with the magic bullets and do the old
thing. If you want a humane environment and experience, make it human, pay attention to
people. Get away from "services" and "crisis-intervention." Create real community so that
people know that they matter, that they are part of something, so they know it's OK for them
to ask for help and so they know their own power to help others."
Someone seeking to address the concerns of low self-esteem, alienation/isolation, and a lack of
inclusivity by building community might look at what we did to get ideas, but the more
important part of planning such a project is examining the idea of community - both in the
abstract and in terms of the specific community in question. The various strategies of the Bexley
Coordinated Freshmen Program should be seen as tools and strategies that can be used for
community development as applicable to a community's needs and culture. The components we
chose are not the only or best ones. They were useful in this place at this time. But these
components (tutoring, advising, discussion groups) do not contain the power. It is the community
ideas of relationships, opportunities to contribute, and inclusivity that were the powerful
forces in building a sense of community that included everyone. (There was a sense of community
before, but fewer people felt themselves included in it.)
None of the specific program components "made it work." Seeing the program just in terms of
the "products," tutoring, advising, and discussion groups, loses sight of the process within the
community of people being attentive and trying to get to know the freshmen. Since the process is
invisible, it is hard to take into account, but it was where the hard work of community-building
took place. In order to understand what we did, it is necessary to get an understanding of what
community-building is and what the challenges are. In helping people to feel "part of it" the
question is how to get their attention, how to get them involved. The academic mission - the
need for advice, academic help, and perspective on performance - is common to everyone.
Seeking to expand the inclusivity and availability of academic resources (tutoring, academic
advising, and perspective on performance) produced the specific strategies, including
upperclassmen outreach and open doors as they sought to make themselves more accessible and
approachable.
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5.5. Learnings
In the process of reflecting on and analyzing the program in order to write my thesis, I learned
about some other possibilities that would have made the program better. These are additional
issues that I recommend be considered in the effort to build community as we have propose.
Even though we didn't operate like this, if you pay attention to these issues, your community-
building efforts will be more responsible and more effective.
PSYCHOLOGY OF NEEDS
We discovered in the advising meetings (this is halfway through the first term) a differential
perception between freshmen and advisors (upperclassmen) in terms of how much contact was
considered "bothersome." (These opinions and observations are highly time-dependent.)
Freshmen expressed appreciation of the high level of contact, many saying they really know
their advisor is there for them and they feel very comfortable approaching him. Many of the
freshmen indicated that they would like increased contact with their advisors. A few (three)
declined our proposition of increased contact. None complained of being "bothered." When we
met with the advisors a week later, the advisors denounced closer contact as attempts to "baby"
and "hand-hold" the freshmen. By the beginning of the second term, in discussions of the future
of the program, many freshmen had moved over to this [upperclassman] position of denouncing
the close contact and saying that advisors should "just be available" but "don't call too much."
Whether this shift among the freshmen was developmental or political is unknown. Freshmen
may have been bullied or embarrassed into changing their position, or their needs may have
actually shifted. Since they were confident of our availability, they may have lost the desire
for certain kinds of contact.
When it comes to planning the techniques of the program for the next year, this shift produces
a fascinating quandary. The actual developmental needs are masked by two psychological
phenomena: First, as discussed earlier in the section on loneliness, the freshmen are unable to
accurately remember how they felt when they first arrived. (Intimidated by upperclassmen, I
would think, and not comfortable approaching them. They seemed pretty nervous around me.).
They recreate the history of the relationship as "always totally comfortable, no problem"
because the overwhelming emotions of the time when they first arrived and the image of
themselves as 'not knowing', "clueless...silly" is too painful to remember. Second, these
freshmen never experienced the isolation resulting from "sudden immersion in an uncaring
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environment in which no one is aware of their existence." Unlike the staff, the freshmen do not
experience the program as preventative or protective. Their experience of MIT is of a place
where people do care about them. They cannot imagine it any other way. Given this baseline,
they complain about one too many phone calls which makes them feel "babied," and assert
their independence and autonomy, "I don't need you to be my parent." They are unaware of
alternative introductions to the Bexley or MIT community.
It could be taken as a tremendous credit to what we did in terms of combatting alienation and
the self-esteem drop that a freshman feels so comfortable here and so much a part of the
community that he says, "I would have met people without the program, I didn't need it." But
it may be unfortunate for next year's freshmen that this person really believes that the
program is unnecessary. In an attempt to get a handle on what was going on, I sketched Bexley's
induction process and resulting participation terrain both before and after the program. In both
pictures, the enclosed area represents the students who end up "in" the community
(participating and becoming well-known members). The increase in the size of that area in the
second drawing is accurate in that the participatory community is larger now, and in fact 100%
of the freshmen are in it.
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The response of the freshmen to the program is a curious event. While taking their concerns
seriously and working to address them, I also wonder at the source of the complaints. Due to the
existence of two un-complaining sub-groups (not social cliques), I wonder at the meaning of the
complaints in developmental terms. The right and the left subgroups on the post-program
drawing clued me in to the possibility that the program wasn't necessarily holding anybody too
close, but that instead the middle group might be rejecting for some other reason.
Kegan and other developmental theorists hold that a necessary part of growth is that as
objects/situations/support mechanisms are "outgrown" and left behind (often perceived by
person-objects as "rejection"), it is necessary for those rejected objects to "stay put to be
reintegrated" by the growing person. Interestingly, for some of the freshmen, who do appear to
feel "too closely held" by our program - those who are actively rejecting it - we may actually be
serving a vital growth-promoting function, "staying put to be reintegrated."3"0
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Perhaps with where these kids are developmentally, leaving their parents and not having
that level of care and attention still there would have been very shocking. They are ready to
reject it and move away, but they need it to be there to reject. It's a very different thing to
voluntarily give something up and reject it than to just lose it. It's the whole issue of control:
the rejector is in control of his environment, the loser is not. What clued me in to the possibility
that the rejection was a developmental activity rather than a correction of a serious
misjudgment in the program design was the existence of the far right group in the post-program
diagram. These people do not need the program but do not feel a need to reject it; our too-close
overtures do not annoy them. Instead, they articulate how valuable it is to know that people
care and how much they like their advisors but not because they need help. These folks are
doing fine academically and never use the tutoring. However they are unusually committed
and enthusiastic participants in their discussion-groups and in intramural sports and social
events. It really seems that they are "in a different place" than some other people.
Current students may be reluctant to acknowledge certain needs. The need for community,
particularly, is not acknowledged. There is a broad cultural taboo (American) against
acknowledging the need for people. It is a very individualistic culture; "We abhor
dependency."131 We do not admit that we need other people. The program is accused by
upperclassmen of being "therapy." Such derogatory language is the only language they have
for non-haphazard (intentional) human relations. People don't see "the need for people" as
positive. They are reluctant to articulate needs at all, and particularly reluctant to admit - or
consider - a "need for people." Also, although people may be able to say about their discussion
group, "it was a good thing, my life is better now" they still might not to see it as a "need."
We must face such psychological phenomena in seeking both to respect and respond to criticisms
of the program and to maintain the behavior which we believe has unacknowledged (and, for
some, unacknowledgeable) value. Designing a program around these perceptual complexities is
very difficult. In addition, the period of change is rapid, moving in some cases from totally
intimidated to totally comfortable and rejecting help in the space of a few months, but also
varying widely between different students at any one point in time.
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INCLUSIVE PLANNING
Using a people-oriented definition of development, a community becomes more
developed as it becomes more diverse, incorporating more cultural and ethnic
traditions, and developing the skills and confidence to solve their own
problems.132
Although building relationships helps to build community, we could have provided even more
of a possibility for contribution, exploration of internal diversity, and the development of close
relationships had we had a more inclusive planning process. The process of creating the
program caused the staff team to invest even more energy and commitment into the community
and into understanding and working with the freshmen. Had this planning process included
more people, more students would have been able to feel ownership and pride about the
program and about taking care of the freshmen.
I would include everyone in the process of figuring out what the needs are (need-assessment),
what to do (envisioning), and how to do it (planning). In the case of opposition or conflict, I
would create a forum for inclusive discourse about the issues and possibilities. I would not try to
bury conflict or denounce opposition. Instead, I would see community involvement in criticism as
a sign of strength and commitment to the community. I would try to draw as many people as
possible into the decision-making process. I would advocate for my ideas, but I would not see my
ideas as superior to those put forth by community-members. I would see the community-
members as the people with the power to make the decisions.
There are thus two factors which are essential in the development of people.
The first is leadership, and the second is democracy in decision making. For
leadership does not mean shouting at people; it does not mean abusing
individuals or groups of people you disagree with; even less does it mean
ordering people to do this or that. Leadership means talking and discussing
with the people, explaining and persuading. It means making constructive
suggestion, and working with the people to show by actions what it is that you
are urging them to do. It means being one of the people, and recognizing your
equality with them.133
Decision-making
Should the short-term responses of the freshmen (who are in the midst of rapid developmental
change) guide the future of the program? The "historical revisionism" which colors their
132 Chain of Change, p. 234.
13 Julius K. Nyerere, Man and Development, p. 29.
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ability to remember what it was like to be "fresh" freshman really affects their understanding
of appropriate contact. I keep asserting that the "close contact" of the program is important;
they keep asserting that it's unnecessary. If the program is designed to be very sensitive to
their responses, this could result in drastic shifts from term to term or year to year, diluting or
defeating the philosophies and principles of the program based on the reactions of eighteen-
year olds. Psychologically, we know that people of this age are driven by affiliation and
differentiation, rejecting and complaining about the program could be grist for their mill of
identity founded on cynicism and rejection. Powerful social norms against acknowledging "need"
could defeat a helping program. If I believe that services must be accountable to users and if
users cannot acknowledge a particular need, do I continue to assert that a need exists based on
the fact that community seems to be a good thing for human beings ?
So should older (if age is presumed to precipitate more stable judgment) students determine
adjustments to the program, carefully taking into account the changing needs of the freshmen.
"Carefully taking into account" is problematic because the judgments arising from "when I was a
freshman..." looms large in upperclassman minds and the seemingly natural attitude that flows
from upperclassmen to freshmen is "well, we had to go through -- , they should have to go
through the same thing. We survived, they will. In fact, it toughened us up, they need it to be
like it was for us." So then, do we suggest that decisions should be made by people who have
moved beyond this way of thinking or who just don't think this way? But then whose program
does it become?
Another problem in decision-making is that people in positions of leadership who see their
goals as serving others might be vulnerable to defining themselves as superior to those they are
trying to help. For example, the psychological commentary above could be a way for me to feel
superior to the freshmen. As a counselor, it is also important for me to understand where the
freshmen are so that I don't react to their rejection, so that I can see through it to the underlying
struggles that they may not be able to talk about but are expressed in their reaction to my
overtures or to the program in general. But this very ability/skill/knowledge can corrupt me
into looking down on them and devaluing their ability to contribute. How can we balance useful
knowledge that enables us to understand the students with the desire to empower them by
letting the program be theirs and not holding our knowledge/understanding as superior? If the
process is ours and we impose it and we do not respond to their reaction, then it cannot serve the
purpose of empowering them.
160
Replication
The culture of refusing to acknowledge needs and criticizing all organized activities limits our
ability to put forth any program at all. This blanket rejection of "programs" prevents a
discerning evaluation and comparison of proposals and possibilities. According to my belief
that the users should articulate the needs, but since I know they are operating with historical
revisionism, how do we come up with an accurate needs-assessment? Perhaps the
key is helping students to differentiate between their
reactions and their responsibility for creating the
place. This implies putting it in their hands by helping them to pick it up rather than
just handing it over - dumping it on them. Empowering them includes expanding their
capacities for decision-making, not just letting them make decisions.
CULTURE
It is unconscionable to implement a program that disrespects or fails to support the indigenous
structures and traditions of a place. Anyone trying to create movement or change must make sure
that their plans really "listen to" and respond to the community. Change that is respectful of
existing culture must be accountable to traditions and values of the community. Programs that
attempt to do something in spite of the indigenous culture not only do violence to culture but also
often fail. We did not approach our own community with an attitude of respect for the history,
traditions, fears, and culture. We did not value community-members as necessary partners and
experts in the process of designing and implementing change for the community.
Every community has an existing system of addressing needs. Every community has rich
resources, many of which are overlooked by outsiders. History and the human resource are often
overlooked. The indigenous resources of a community should be the foundation of that
community's future. Change that relies on bringing in resources from outside discounts the
resources of a community and fails to develop those resources. Techniques and plans from
outside may be incompatible or destructive to existing systems or to the social fabric. In
addition, techniques that do not relate to the existing culture may simply not make sense to
community-members, which will render these techniques useless. Successful techniques draw on
the strengths, traditions, and culture of the community to address the community's needs and
hopes. I present here just a few examples of cultural issues from Bexley:
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Architecture: The spatial facts make it possible and common for residents to treat Bexley as an
apartment building rather than a communal living environment. Since the facility does not
create interaction physically, it is possible not get to know anyone, even your suitemates. At
Bexley, some students get completely "lost." They drop out of sight and no one notices because no
one knows them or expects to see them regularly. So at Bexley, it is a major accomplishment to
get people out of their rooms and into a space with other people - thus this can be a very
powerful tool to build relationships to counteract isolation and alienation. At other places,
where, for example, people cook in common spaces or share coed bathrooms, providing such
spatial contact might not be powerful at all.
It is important to recognize aspects such as the physical space as an major part of the culture.
At Bexley it allows separation, individualism, autonomy, and dignity that are unavailable at
other places. We need to be explicit about appreciating both the strengths (dignity) and risks
(isolation) of the parameters to which our plans respond. Reaching out to people who may be
alienated but who are used to maintaining a front in constant unavoidable interactions would be
a totally different activity, requiring different techniques than those we used because merely
getting them into the same physical space might not be powerful.
Ethics of self-expression: At Bexley, the culture of discourse is that the bold people speak out
and the shy people listen or go away. In order to foster inclusive discourse, what was needed
was to create a "safe space" for the quiet voices. In the discussion groups, quieter members of the
community "gained voice" - confidence in their right to and ability to speak their minds.
Fostering discourse in some other place would be a different process. For example, another
community might have evolved a self-protective mechanism to avoid community conflict by not
talking about certain issues. This place would have different needs in order to become a
responsible, inclusive, community; the process might be focussed on valuing discourse rather
than gaining voice. In seeking to move the community
toward greater inclusivity and discourse, it is vital to
build on the existing culture - including existing
survival mechanisms and ethics of responsibility.
Replication
Culture of personality: Bexley has a specific culture which leads to a particular way of
dealing with self-esteem and self concept. The behavioral norm is introversion. In seeking to
intervene, understanding the cultural signals, needs, and possibilities for intervention on these
issues would require a sensitivity to the "mode of making meaning" of introverted people and
the symbols of introverted behavior and culture. For example, the Johnson Games are highly
appealing to many students. But consider a student who has survived and formed an identity
around being "cool," quiet, and unobtrusive, yet masterful at his chosen tasks (a common Bexley
persona). The prospect of joining a team, putting on a hot pink t-shirt, and doing a field event
at which he is mediocre amidst cheering, noise, and corn-on-the-cob, is likely to be
intimidating, threatening, or merely distasteful. Use of such events, or even of activities of
that type, will not assist him in forming relationships, will not make him feel valuable, will
not stimulate him to more open, inclusive behavior and thought.
Problem-solving: Different places will have different social ethics of problem-solving. Such
community norms should be seen as valuable resources which bond the community and provide a
basis for working together, resolving conflicts, and responding to one another. For example,
Bexley has a tradition of solving all conflicts in-house. We have punished offendors who
"went across the street" with their problems. This tradition of "taking care of ourselves"
implicitly informed our program. We could have called on this cultural norm to strengthen the
legitimacy and appropriateness of the program. In ignoring culture, we missed out on a way to
frame the project as appropriate and conforming to house tradition. Instead, the program was
perceived as very centralized and controlled, which really was not the case. The house
perception about this was competely erroneous. The upperclassman facilitators did not report
in to Bill and did not require his approval for their decisions. Based on this erroneous
understanding of the structure, the three of us in this position were suspected and accused of
"selling out the house." While there were aspects of what we did that should be criticized,
Replication
the truth was that we were not at all in collaboration with Bill. Joost and I each confronted
him very seriously.
Government: Bexley has three laws. These are: 1. Bury your own dead [take care of your own
problems, solve everything in the house, particularly don't take anything to the Deans]. 2. No
smoking in the elevators [there are no elevators]. 3. No more rules. Some house residents see
the program as a violation of both spirit and letter of the "anarchic" system of governance
which we officially endorse. The program failed to respond to the house's three rules. It is
important that community principles, such as local
rules and traditions, inform and constrain any new
activities. Proposals for change must be able to
articulate and demonstrate how they fit in with both
spirit and letter of such principles. We ignored Bexley's strength as
a place dedicated to equality among students, a place which rejects the officiousness and
pretension that come with electoral offices. We did not deal with how the new program would
fit into the tradition of leaderlessness and minimal organization.
Examples of questions that arise in terms of culture are: How is knowledge passed down? By
explanations to new residents? By assuming the new people know, in which case they actually
learn by imitation? By berating them for not knowing - an unforgiving mode of explanation?
Through teasing those who don't know - thus providing correction and explanation at the same
time? How is the culture maintained? Are there specific traditions (open doors, anti-rush,
certain celebrations)? Are there norms of behavior? How are these transmitted (by punishing
deviations, through intense intimidating modelling, teasing again)? Does the community
transmit anything via discourse? How does the community induct new members into the
"rules?"
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An understanding of this level of detail must inform and delimit attempts to implement
programs, community-building or otherwise. The examination of site and culture should take
place without reference to a plan or intended intervention of any kind. O n c e
examined through the lens of intent, the reality of a
place cannot be seen. It is difficult enough for an outsider to get a realistic
vision at all. He must approach the community insofar as possible without preconceptions or
intentions. He should attempt in complete sincerity to discover the reality experienced by
members of the community.
It is important that he have a commitment to discovering the community's capacities because
some may be innate; the community may not be conscious of them and may not readily point
them out. Only in this way will he be able to get a sense of the true needs and existing strengths
and resources of the community. Without such an approach, he is likely to see mostly
pathologies and deficits in alignment with his preconceived notions. Such vision will likely
lead him to do violence to the community, unaware of its unique and evolving culture and
capacities.
Educated people, in other words, can only be effective when they are full
members of the society they are trying to change, involved in its good and bad
fortune, and committed to it no matter what happens.13
PRINCIPLES
I would make the principles of competent community much more explicit: inclusivity, justice,
listening, discourse, voice for everybody, what it means to do community-building. I would put
it out there particularly in staff development work that we need to really think about
inclusivity and push ourselves and each other about what it means to be foster a pluralistic
community. I would state my position very clearly and not just hope that people caught on.
"This is what community is and this is why I think it means that we must be inclusive, and
why. But let's talk about how you might disagree with some of this...We also need to recognize
what these principles mean in this place and in the history of this community. Is this place
inclusive, how or how not? What are the challenges here? What are the strengths that this
134 Julius K. Nyerere, Man and Development, p. 8.
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community has to draw on?" I would really be sure that the staff are explicit (together and
with the students) about our beliefs, assumptions, goals, and strategies.
I would make diversity, inclusivity, and pluralism much more visible issues to be discussed in
ongoing, direct discourses. I would be responsible about bringing up "incompetences" in these
areas and generating discourse about how the community should deal with its diversity and
how the staff should deal with its tendency not to be inclusive as a result of fears and
operational pressures. I would advocate for a much more aggressive stance on issues of
superiority, privilege, and colonialism, advocating that the discussion of these things be a
mandate to all staff and all possible forums.
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6. THE FRESHMAN ADVISING SYSTEM
This chapter reframes the design of the freshmen advising system from the point of view of
human development, as discussed in the chapter on human development in Part I. It is a
practical analysis of the existing system resulting in recommendations that could be
implemented immediately.
6.1. A developmental approach
Both educational theory and common sense tell us that growth and learning occur when both
challenge and support are present. The question that I ask here is not "how much challenge?"
since MIT is well-defended in its position on challenge, but rather "how much support?" And I
do not go on to ask, "how much support can we provide with the resources that we have?" but
"how much support is needed in the face of this challenge?" and "how is the need for support
different during the freshman year from the following years?" and "exactly what kind of
support is needed?"
Existing MIT Environment Growthful Environment
I see the program as attempting to augment or complete the MIT environment as a context for
human development. As I have said, human beings grow and learn in a context of both
challenge and support. If either support or challenge is inadequate, growth and learning will
be retarded. The MIT environment does not provide adequate ongoing support for all of its
members.
:C0f/fO
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My approach is the result of empirical observations combined with study of Robert Kegan's neo-
Piagetian theory of adult development.'3 Kegan holds that development continues through
several identifiable stages after adolescence. However, these stages cannot be closely
predicted by age, as childhood stages can. Adults of the same age can be in several
qualitatively different positions of evolutionary equilibrium, each needing a different kind of
support and responding to challenges in a different way. One of the impacts of this concept is
that different students will feel supported by different approaches, or one student will feel
supported by a certain approach while another will not. I will use childhood stages as an
example, since they are more accessible. Four and five year old children feel best supported by
physical contact. If a child of this age does something well, he will feel rewarded by a hug or
other physical touch. A child of eight or ten, however, will feel most supported by words,
"that is the correct answer" or "you did that right." Parents and teachers understand these
differences and respond appropriately without having been taught conceptually that these
differences exist. However, in working with adults (post-adolescents), we make assumptions
about the way they make meaning. We think "kind words are what adults interpret as
supportive" or "attentive criticism is the best gift to a writer." These are particular modes of
meaning-making. As helpers, meaning-makers ourselves, we tend to ascribe our own meanings,
understandings, and needs to others, often inappropriately. We end up wasting energy and
frustrating both ourselves and those we want to help. By simply being aware that others do not
feel understood, supported, or challenged in the same way that I do, I can explore these
differences and use my findings to refine my interventions.
Kegan also asserts that the crucial nature of infant's immediate (physical) "holding
environment" is not the last such environment. In fact, in order to grow, people require a
succession of appropriate and adequate holding environments. The holding environment must
contain both support of the present evolutionary position and challenge or contradiction to it.
These environments must be stable and sufficient in order for the growing person to safely
venture out of his current "evolutionary equilibrium" and into a threatening new way of
understanding his world and making meaning. This movement is threatening because it seems
annihilating. It is in fact annihilating, since his self as he knows it will cease to exist. When
environments are insufficient in either support or challenge, growth is retarded. What is
commonly called "regression" may in fact be a self-protective evolutionary entrenchment that
135 Robert Kegan, The Evolving Self. Also his courses at the Harvard Graduate School of Education,
entitled: H620 The Self in Transformation: Person as Maker of Meaning Throughout the Lifespan
and H679: Advanced Seminar in Supporting Adult Development.
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occurs when faced with an environment that is all challenge and no support. It is important to
keep in mind that in speaking of development, we are referring to the connected system of
developmental features which includes meaning-making evolution, emotional development,
sociomoral development, and cognitive development. So an insufficient environment will
impact intellectual functioning, emotion management, psychological sophistication, and
ability to make stable and sufficient meaning out of everyday events.
I think that some of these developmental insights can really inform our discussions about
advising and other interventions. I am not suggesting that we "baby" the freshmen, just that we
pay more attention to where they are and attempt to meet them there, rather than demanding
them to behave as if they are somewhere else. To demand of freshmen that they be as
autonomous and self-sufficient as upperclassmen is inappropriate developmentally. All
programs for freshmen hold as a basic premise that freshmen need some help in the transition
to college life.
If we look at freshmen developmentally, we can actually say quite a lot that does not depend
upon individual psychological profiles. We know that they are in a time of huge transition in
terms of authority and responsibility. If you talk to a freshman, you can even hear in successive
sentences the messages, "I know I need to do it on my own, I want to do it on my own," and "I
really wish that someone would help me to be disciplined" - of course you won't hear it in these
words! I think that this contradiction points to how we can be helpful. The freshman, himself,
is reaching for the self-authorship, the autonomy and independence that college life demands.
Yet we know that growth occurs in an environment that provides both challenge and safety. I
see that our job is to provide the safety, the extra
attention and support that they are accustomed to,
particularly as they face the bold new challenges of
intellectual endeavor at MIT. We need to provide
the support so that they can leave it behind as
they no longer need it.
What can we do to respond to the loss of the previous holding environment? I think our mission
must be understood in terms of providing the environmental components necessary to enable
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freshmen to feel safe enough to take this slow leap into independence and autonomy. Freshmen
are at MIT because of their age, not because they are actually developmentally ready to be
here, although some are. Based on my readings, in our sample of twenty-four, we have a few
such freshmen (truly ready to be here), less than fifteen percent. But this statistic indicates
that many student services respond adequately to fifteen percent and inadequately to the
remaining eighty-five percent.
6.2. How Closely Held?
At Bexley, we have a tradition which espouses non-interference. Our associate advisors and
our academic tutors are very hesitant to be intrusive with the freshmen. The freshmen agree
philosophically with the anti-intrusion principle. However, we have found that the
freshmen have a much higher tolerance for intrusion than the upperclassmen. The
upperclassmen have made the transition to authoring their own study habits, taking
responsibility for their lives, being aggressive and brave about asking for help and getting
what they need. Upperclassmen would feel invaded by the very behavior that would probably
make a freshman feel cared about.
In the design of the Bexley Coordinated Freshman Program, seniors and graduate students
asserted that the program must avoid being intrusive with the freshmen. We agreed to stand
at a distance and "offer" ourselves and our resources, but not to "force ourselves on" the
freshmen. This stance is partly the wise tradition of our authority-free community, but it is
also the result of the evolutionary position of the planners. I began to try to put myself back
into the evolutionary position of a freshman (but using psychological jargon):
I have come from an environment in which I am very closely held. I am not
accustomed to having much autonomy. I am used to conforming to someone else's
schedule, under threat of punishment. I am used to "checking in" with parents
or teachers very frequently about my performance and mood. I am used to being
surrounded with people (family or school staff) who express their caring for my
well-being on a daily basis. I am used to having people notice if I look tired or
if I stay up late working. I am used to meeting other people's expectations in all
areas of my life: academics, personal attire and carriage, showing up for
classes, events, shared meals, etc. My participation in these things, my living
up to others' expectations, and others' expressions of concern and care about me,
although occasionally annoying, strongly confirmed that I mattered, that I
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existed, that my life made a difference to others. Of course I want to be more
independent, and I have been very excited about coming to college, but there is a
part of me that feels that something is missing. I am glad that I don't have to
show up for dinner on time every night, and I am glad that I don't get in trouble
when I miss a class, and I like staying out really late, but it's also scary that I
can do whatever I want and nobody even notices. Nobody is really paying
attention here.
The environmental factors which perhaps held the high school senior a little too closely have
suddenly disappeared. This disappearance brings new freedom to be exploited, but it also
brings an existential crisis, as the things that affirmed my existence and my "mattering" are no
longer present. Note the next sequence of thought:
It must be because they are too busy. Nobody has time for me here. There are so
many students here. The people in the UASO and all those names on the fliers
say that they are there for us, but they don't really care, how could they?
There are so many students, and my problems aren't really that important.
The interesting thing is that, amazing as it may seem, the people in the UASO and the SAS
and the Medical Department really do have time, and really do care. Before the new program,
some of the graduate residents at Bexley felt helpless because no one ever came to them for
anything. So there are plenty of people who do care, who do have time, and who feel that
they have made themselves available to the freshmen and that they have communicated to
the freshmen that they care. What's the problem? I think that the current practice of
advertising availability is sufficient to convince upperclassmen that you are in fact available.
I think that it takes a great deal more with freshmen.
Our associate advisors, who live in the dorm with the freshmen, feel that they are being
"intrusive" if they call or "bother" the freshmen too often. These upperclassmen would not
want to be annoyed this much and they assume (with well-intended sensitivity) that the
freshmen feel the same. They feel that they are being "respectful" of the freshmen's privacy
and independence.
During midterm interviews with our twenty-five freshmen clients, I was inspired to explore
with the freshmen their tolerance for attention (presumably related to their need for
"holding"). I asked them about the level of contact that they had with their associate
advisor. Almost all expressed something like "I don't see him very often." I then asked, "who
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is the limiting factor on how often you see him, you or him?" The answer to this varied
slightly, but was mostly, "him" (the advisor). When I asked, "would you like to see him more
often?," the answer was almost unanimously "yes" (including a few of the independent 15%).
Now, we can't jump to conclusions as to exactly what this means. It could mean that many of the
freshmen happen to like their associate advisors a lot. It could mean a number of other things,
such as the freshmen may be enthusiastic to please the interviewers. But the important point is
that the upperclassman assumption about the appropriate level of contact is not accurate for
the experience of the freshmen.
Now we still don't know exactly what kind of attention the freshmen need, we don't know how
much more attention "more" is. We don't know what kind of attention "more" should be. These
are areas which require further research. I began this research by designing a new kind of
contact, and asking the freshmen what they thought about it. (This is still in the context of the
individual interviews.)
Me: Since next term the classes are going to be much harder and it will be mostly
new material, we were thinking that it might be helpful to have you and your
advisor check in a little more often. But we don't want to put extra burdens on
your schedule, so we were thinking, since you both have to eat, what about the
two of you meeting for one meal every week. It can be breakfast, lunch, or
dinner, you can cook or go to Lobdell together, whatever, but you just meet to eat
together once a week. Would you like that?
Freshmen (almost unanimously): Yes, that would be good. I would like that.
The consistency and enthusiasm of this response far surpassed the expectations of my
hypothesis. I had not predicted that the freshmen would be at all aware of their needs or of
their desire for more contact or that they would be willing to commit to a whole new activity.
6.3. The Help Doesn't Get There
"Advertising" availability does not seem to get the help to the freshmen, although it does
work for upperclassmen, who, as I said above, are more able to ask for (or demand) what they
need. The following discussion of tutoring interactions at Bexley is given as an illustration of
how and why "the help doesn't get there."
Our tutoring program is very successful and has, in the words of freshmen, "made a big
difference, made my grade rise a lot." But we continue to seek to fine-tune it. And so we pursued
the issue with the freshmen in the midterm interviews. The following is from one of these
interviews.
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Frosh: It would help if tutors were more aggressive about the whole thing, I know that
frosh are supposed to be aggressive and the tutors just have to be available, but
I would like it if they were more aggressive. I kind of need some help with the
discipline.
Me: Interesting, you see that the burden is on you, but the upperclassmen around here
feel they don't want to be intrusive. There seems to be a gap between your
understanding that you're supposed to be aggressive and they're passive and
their fears of being intrusive - you're not talking about the same space of ground.
I drew the following diagrams to illustrate my analysis of the differential perceptions of
freshmen and tutors. This diagram is also the general case in terms of service-providers to
freshmen in general: The perception is different: "Offering" or "being available" doesn't do
much for freshmen.
How Freshmen see the Tutoring System: "The tutors are pretty passive. They are making
themselves available, but we have to be pretty aggressive."
frosh TUTORING tutors
we have to make % 4 they 7only
lots of effort make a little effort
How Tutors see the Tutoring System: "We don't want to be intrusive."
frosh TUTORING tutors
they only have we should only
to make a little effort make appropriate effort
I think there is some space here, tutors and advisors can be more aggressive without becoming
intrusive in the eyes of the freshmen. Freshmen perception of "intrusive" is 'closer in' than
tutors': The upperclassman tutors and advisors are assuming that freshmen have the same
space needs and expectations that they do, but freshmen seem to be comfortable with much
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closer intrusion, much more contact. Upperclassmen feel that they must not push the
relationship on the frosh. "Available" - which is all that
upperclassmen would want - feels to freshmen like
"withholding;" they feel that they must do a lot of the
work.
Is it possible for upperclassmen to revise their formulations of this situation? According to
Kegan, it should be possible for the associate advisors to revise their understandings via a
consciousness-raising effort. Our tutoring coordinator suggests that tutors resist being more
aggressive not to spare the "poor frosh" (as the policy implies), but because the tutors
themselves are uncomfortable being intrusive. The tutoring coordinator says that this is
exactly how he feels with the tutors he directs. We have a culture of non-intrusiveness.
Another possibility is that being more active is more work for the tutors, so the "non-
intrusiveness" could be an excuse for doing less. Obviously, we need to research the other end of
this question by asking the tutors what they think. The qualitative surveys of the tutors
produced a range of responses, from great enthusiasm for tutoring on the basis that "it feels good
to help people understand" to criticism of the freshmen for not applying themselves or "using"
the tutors - coming for tutoring without having even looked at the problem set.
6.4. Use of Associate Advisors
This brings us to the whole issue of the purpose and function of the freshman advising system.
The structure of the existing system is partly an attempt to increase the quality of freshman
experience by providing contact with faculty. But right now I simply want to address the issue
of the quality of academic advising itself.
Good advising is measured by whether certain crucial advisor-advisee meetings go well. These
are registration day meetings and possible "crisis" meetings if a student's performance is in
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question. The success of these meetings depends on the
development of trust, honesty, and openness,
qualities which depend on a relationship having
been built prior to the meeting. But the advising
system does not provide programmatic guidance on
how to build the relationship. Additionally, faculty members really do
not have the time to build such a relationship with individual advisees.
We do not see "increased faculty involvement" as a feasible solution. Instead, we see
possibility in the increased use of associate advisors, currently an enthusiastic, capable, and
under-utilized resource in the system. The drawings below show two existing models of the use
of the associate advisor. The heavy lines represent the primary relationship (where the
advising takes place). The wavy lines represent secondary relationships.
The Associate-Advisor-as-Staff-Assistant Model (Prevalent)
Faculty Advisor - Associate
(Upperclassman)
Advisor
F /F F F F f
Freshmen
Some faculty advisors use their associate advisors as "links to" the freshmen. At Bexley, we
use the associate advisors to do most of the actual academic advising. Upperclassmen are
highly competent academic advisors, since they have recently been through the process. They
also have the time and willingness to build relationships with their advisees.
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The Associate-Advisor-as-Primary-Resource
Faculty Advisor
Associate 'te sociate
Advisor Ad 'r dvisor
F F F F F F
Freshmen
The increased use of associate advisors increases both quantity and quality of academic
advising for freshmen. In addition, associate advisors (at a rate of 1 advisor per 2 advisees)
have the time and willingness to build relationships with their advisees which enable key
advising meetings to be effective.
In order to empower and motivate associate advisors to take their jobs seriously, they must also
be given more responsibility and authority. At Bexley, the associate advisors have signatory
power for add/drop cards. The freshmen use them as the first contact for academic issues. The
associate advisor then decides if the faculty advisor needs to be brought in on a given issue.
But even with increased use of associate advisors, there is no guidance on how to build the
relationship, and the discussion above on "holding" highlights the difficulties with the
informal definition of the advisor-advisee interactions. Reducing the number of freshmen per
associate advisor is one way to increase the likelihood of a closer relationship being built. In
conjunction with residential-proximity, this approach has worked at Bexley. However, the
associate advisors still do not have a sense of their job description beyond "being available"
and doing the work of the crucial and obvious meetings when something needs to be signed.
Freshmen, too, do not receive a clear notion of what exactly their associate advisor is supposed
to and willing to do. Exploring, defining, and affirming the job description of associate advisors
is another way to improve freshman academic advising.
In order to make building the relationship programmatically a part of the associate advisor's
duties, we suggest requesting of both freshmen and associate advisors that they take a meal
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together every week. We believe that this will both increase the quality of freshman
academic advising and provide the freshman with the "closer holding" which will cause them
to feel more cared for and "safer" in their new experiences. Although we have not fully tested
this strategy, the willingness of the freshmen is a good indication of its usefulness. One
freshmen keeps asserting, "there should be MANDATORY get-tegethers."
FACULTY INVOLVEMENT:
NOTES ON THE 1989 REPORT BY THE COMMITTEE ON THE FRESHMAN YEAR
Under a section entitled "Further Considerations" this report indicated that the committee
"developed effective consensus" on "the need to increase and enhance residence-centered contact
between undergraduates, faculty/staff, and graduate students." The insistence that "we simply
need more faculty involved,"13 though laudable, is unrealistic. The demands on faculty need to
be examined carefully and assessed in view of what activities are really the most beneficial to
undergraduates. Perhaps the goal of maximizing faculty contact via the academic advising
system should be reconsidered in light of the goal of providing thorough advising and building
trusting relationships between advisors and advisees.
The Freshman Advising Seminars are valuable as a source of academic inspiration and faculty
contact, but they do not necessarily make a more thorough or more approachable advising
system. The need is for better faculty involvement and better advising relationships. The
Freshman Seminars accomplish the first. The assumption that faculty are the source for the
second should be questioned in light of our discoveries about the value and capacities of
associate advisors.
6.5. Making Advising Work - the Residence Connection
Bill and I attended a November, 1990 meeting organized by the UASO to discuss the residence-
based advising system. It was apparent to us from hearing from other dormitories that in terms
of moving the locale of faculty-freshman interaction, the residence-based system was largely
ineffective. It did not appear to increase either the quantity or quality of faculty-freshman
contact. However, in several living groups, including Bexley, significant gains in both quality
and quantity of academic advising itself were achieved as a result of residential proximity
between freshmen and associate advisors.
136 Report on the Freshman Year, page 41. My emphasis.
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We recommend that the entire freshman academic
advising system be reorganized so that associate
advisors and freshmen pairings are living-group
based. The associate advisor is seen as the primary
and most effective resource. The focus of the system must be on building
the relationship between freshmen and associate advisors. With this plan, it becomes possible
that a faculty advisor will have as many associate advisors as freshmen. At Bexley, we do not
find this to be a problem. In fact, the faculty-freshman interaction is improved by the presence
of a third party who knows the freshman well, who is able to both assist the faculty advisor in
understanding the situation and to be an advocate and ally to the freshman.
6.6. Next Steps
In order to make this reorganization possible, the following parameters need to be researched.
These are the remaining operational concerns in implementing the plan we recommend.
1. Are there enough associate advisors available to have a maximum of three freshmen per
associate advisor?
2. Is the living group distribution of available associate advisors such that advisor-freshman
pairings could exist entirely within living groups?
3. Would faculty advisors not currently within the residence-based advising system be
willing to try having more than one associate advisor next year?
7. THE GRADUATE RESIDENT SYSTEM
In the effort to build community in the dormitories, a significant resource is the graduate
residents, staff members put in place to be available to undergraduates in the residential
environment. In observing their effectiveness and the ways in which our program may have
sought out new ground for how they perform their role, I have drawn on techniques from social
work and community-building. In this chapter, I discuss some useful lessons from social work,
outline a new job description, and recommend a new focus and content for graduate resident
training.
7.1. Lessons from Social Work
Three valuable insights from social work expand our conception of the roles and methods of
"helping" students.
The first is the idea of what social work is - which provides a description of what graduate
residents should actually be doing. This comes from a definition of social work as the one
profession whose job it is to both help the system to work better and to help clients/students to
work the system better.
In my own work, I find myself hooking students up with tutors, actually introducing them or
setting up tutoring appointments. I also make calls to get information for students; sometimes
making the call seems to be a stumbling block. I talk to advisors and to the tutoring coordinator
and to the Housemaster about how they can be more effective on the basis of what I learn from
the freshmen. It seems to me that we (MIT) have a lot of pieces in place, we have a lot of
resources available. But we don't have people who connect the students to the pieces of the
system, or help the students to see the system as beneficient. For instance, who is in place to
help a freshman feel O.K. about going to SAS or the Medical Center for help, or to discover an
alternative? Graduate residents are supposed to serve this role, but are they close enough to
the freshmen to do this? How do they get close enough? Do they see this as their role? Do
they have the resources (techniques and training) to build the kind of relationships that would
put them in a position to play this role?
The second lesson from social work is that a quiet challenge is emerging in academia to the
notion of "professional demeanor" in the helping professions. When social work and
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psychology first emerged as professions, they sought to be taken seriously and become
legitimate and credible. At the time, a popular way to become credible was by being scientific.
(It may not have been merely popular, it may have been the only way to gain credibility, due to
the dominant intellectual and popular status of the scientific paradigm.) The emerging
helping professions sought to appear scientific by developing "objective" formulaic techniques,
mimicking laboratory environments, and creating strict codes of behavior for practitioners.
Recently, as the result of intellectual disenchantment with the scientific paradigm and with
the notion of objectivity in general (partly due to the revelation of actual scientific practice as
non-objective and non-scientific), some academic practitioners in the helping fields have
questioned the professional codes from an intellectual stance. The questioning has both abstract
and pragmatic facets. The pragmatic one is most interesting to me: If the great challenge in the
helping professions is convincing people that you actually care, isn't it self-defeating to have a
professional code which explicitly forbids most of the gestures which human beings use on a
daily basis to express caring? So practitioners like Professor Larry Shulman at BU are quietly
teaching a "new paradigm" of helping which violates many of the norms of professionalism
taught in schools of social work.
I observe in my own practice the things that come naturally to me when I try to convince a
freshman that I really am available, that he really can come ask to borrow something if he
needs it, that I am really interested in listening to him play the piano. The most important
thing that I have learned in this role is that what we're trying to do is convince them that we
care, that we are trustworthy, that we do have time for them. I realize that this is very hard
work. People don't tend to believe you when you hang up a poster saying "Come by and Chat - I
Care." These kids are being told from every direction
that they don't matter, that they aren't good enough,
that nobody really has time for them. I break most of the norms of
"professional behavior" in my work to convince people that I care. I invite them over to dinner.
I don't say "our time is up" or "I'm busy now." I do relate my own experience when it will help
to show that I am a person, that I make mistakes, that I have uncertainties, that I have
problems too. I let them help me with things sometimes. I talk to them about what we are
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trying to do, about the goals of the program. Basically, I try to be here as a real person, but one
who is incredibly available, and who is grateful for their friendship and for their time.
This alternative "paradigm of helping" existed long before academics began to give the nod to
"unprofessional behavior." Cheryl Townsend Gilkes describes the approach of African-
American women in professional helping roles as "'Doing with': Responsiveness rather than
professional distance." 37 Gilkes outlines this orientation to helping:
Since the women live and work in the Black community, there is already a lack
of physical distance between themselves and the people they serve. The
early-morning and late-night phone calls, a permanent feature of their
"typical day," are symptoms of their distaste for professional distance...In the
face of accusations that "you are being unprofessional," these women act to
replace professional styles that reinforce dominance with something more
responsive and humane.
Being "unprofessional" means a "laying on of hands." The women, thoroughly
schooled in the textbook definitions of appropriate professional distance,
physically reach out to do things with (not to or for) the people they serve...
The critical perspective she developed while observing the proper social
worker also led her to ignore the rules...She described doing things with the
people who came to her for help. She said:
He may need legal assistance. People don't know all the services
available...[In fact the system] has every kind of service...But you've
got to know where; you get tired of being sent from here, here, there,
there...Then a person gives up! So that's why we try to see it through...
Since the women regarded their work as part of a total lifestyle, they rarely
regarded their homes as inviolate sanctuaries from the troubles of
the...community...The lack of social distance between the women and other
members of the community paralleled their insistence that they and their
organizations be accessible and flexible...
We try to present an informal approach because most...people...are
kind of timid because of the way they have been dealt with by
bureaucratic institutions...If [a client] has to stand there and explain
her story to a receptionist first and then a secretary before she gets
someone to talk to, by that time she feels as though "What's the use!"
I know myself, as much as I've been through and as knowledgeable as I
am about the system, that after three or four phone calls, and I have to
keep repeating myself, I attempt to find some sort of
alternative...because by then I'm totally disgusted.
13 Cheryl Townsend Gilkes, "Building in Many Places: Multiple Commitments and Ideologies in
Black Women's Community Work," in Women and the Politics of Empowerment, pp. 57-61.
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A third lesson from social work is that the would-be helper must not react to how the
client/student treats him. In the process of proving I am
unconditionally trustworthy, available, and caring, it
is vital that I be be consistent in my stance of
interest and availability, regardless of how a
student treats me. Even if a student rudely refuses my overtures, I must not react
to this by changing my posture. I should continue to "stand there" with the same message.
Developmentally, rejecting is an important part of growth, but it is developmentally
problematic if the rejected object actually disappears. According to Kegan, a vital function of
an adequate [i.e. growth-promoting] environment is that rejected objects (sources of identity, or
sources of support/attention) "stay put" to be reintegrated into a new way of knowing as the
person grows. In addition to recognizing the developmental function of "staying put," there is
another rationale for maintaining consistency of behavior. Helpers do not deserve any
particular kind of approach (polite) or response (friendly, acquiescing, etc.) from clients.
Clients can be however and do whatever they want. Regardless, the helper's job is unchanged.
Gilkes articulates it in this way:
A different view of how to treat a client. We firmly believed that human
beings had a certain dignity. And we didn't care whether they came in dirty,
whether they came in drunk, whether they came in high...whether they tried
to manipulate us or not. We were there to provide on-site services and we did
it.
And as part of this orientation, a certain commitment is expected from the helper, this special
breed of helper which in the African-American community is referred to as a "community
worker." In light of our attempt to see the mission of residential staff as community building
rather than crisis-intervention, I draw on Gilkes' articulation of the ethic of a community
worker:
Not shutting their doors in the faces of "sisters" and "brothers" is part of the
personal commitment that makes community workers' [approach] responsive,
"unprofessional," and, therefore, different.
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Our program is an organized effort to do the hard work of building relationships which don't
"just happen" by "having people around" saying that they are "available." These
relationships have to be built one at a time. Doing so on a large scale (more than two clients)
requires a tremendous personal commitment. The rewards of doing this work are greatly
enhanced crisis prevention and preparedness for crisis. Well-established relationships may be
utilized before a crisis occurs and then provide a foundation for critical contacts at a time of
crisis. By building community, two vital resources can be acquired. First, the elder
residents (graduate residents) become less critical as community
relationships are built that tie every single resident in to a network of
attention and availability among peers, thus multiplying-out the
helping resource. Second, better relationships are built between
graduate residents and students, relationships which have greater
crisis-prevention and crisis-intervention potential.
All members of the staff need to understand what they are responsible for and what they are
not responsible for in terms of the students. For example, we cannot judge the success of the
program by the academic performance of the freshmen. We can offer and provide and encourage
students to use tutoring, but we cannot do the work for them, and we cannot decide for them to
apply themselves. We can talk with them about motivation, but we cannot motivate them.
These are internal understandings about which we must be clear. With each student, I must be
careful that I really understand what is "my script" - being there, listening, not-judging,
modelling values and behavior, encouraging use of resources - and what is "his script" -deciding
whether or not to do his work, whether or not to apply himself, whether or not to take
advantage of the tutoring program.
7.2. The Job Description
Two new themes would drive the redesign of the job description, the social work formulation
and the community-building activity. In order to "help the system to work better, and help
users to work the system better," Graduate residents would see themselves in the following
ways:
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As part of a system that includes both students and services, as a facilitator between the two, as
a helping agent to get students whatever they need, to help students hook up with other
resources, not as an end in themselves. And this hooking up is an ongoing task, not just when a
crisis occurs. The orientation would be that MIT is a pretty tough place to negotiate and
students actually need some personal attention, even advocacy, in order to use their
opportunities optimally. This orientation might assume an attitude toward of students as
customers or clients, rather than as benefactees of the Institute's generosity. Alternatively,
graduate residents might see themselves as a "humanizing" link (a user-friendly interface)
that makes the inhumane environment of the Institute negotiable to its inevitably and
perpetually human users. ("Helping students work the system better")
As part of this same system of students and services as a troubleshooter/diagnostician/
maintenance person. To respond to inhumanities of the system by seeking to improve the
system. Passing on information about abusive/dehumanizing/ ineffective system components to
those in charge of those components. Doing so in a responsible way -as a team member trying to
improve the joint product, not as a "complainant." ("Helping the system work better")
As part of a network of support for staff - which includes not only other graduate residents but
also housemasters. Everyone who is trying to help gets discouraged sometimes and has moments
of challenge and despair. Each person in a helping position requires and deserves uncritical
support for their continuing efforts. Such support is not available at MIT. As I have stressed
before, unless you have a problem and seek out support, you are unlikely to get it (this holds
true not only for undergraduate students but also for graduate student, staff member, faculty
member, housemasters). Expecting the family (in the case of staff, faculty, and some graduate
students) to take up the slack for an unsupportive, inadequate environment is irresponsible. It
also doesn't work well. People in helping professions suffer "burnout" rapidly in situations that
lack adequate support structures. Like students, graduate residents and
housemasters should have explicit, formalized access to ongoing
support from one another that is not limited to crisis events. Access
to ongoing support must not depend on the chance development of
close friendships between colleagues. ("Helping the system work better")
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As potential community-builders, we only need turn to the criteria put out by their employers,
the Office of the Dean for Student Affairs. On the Deans' "Graduate Resident/Tutor
Evaluation Form" given to students, three of thirteen questions deal with community-building
and one explicitly names "community" as part of the job of the graduate resident:
[Agree, no opinion, disagree]
4. My tutor is sensitive to the diverse needs of my living group.
8. My tutor has made an effort to initiate and encourage interaction among
residents.
9. In general, my Tutor has contributed to a spirit of community within my
living group.
These three goals are a tall order for anyone, let alone graduate students in science and
engineering who are not provided with training on how to do these things. Community-
building is very difficult. I'm studying it full-time and it's still difficult. How do I, as a
newcomer, figure out what the culture of the place is and then build on that? What do I do if
my values are in conflict with the values of the place I find myself working? How do I help
people get to know each other? (This is a learned skill and there are tools and techniques for
doing it. It is too often passed off as one task on a list.) What is a "spirit of community" and
whose is it? How can an elder newcomer contribute to it? Who does it include and who does it
exclude? Which group is the constituency of the graduate resident and what is my role (if any)
in negotiating between dominant and disenfranchised groups and/or individuals. How do I deal
with my urges to pass judgment on behavior which affronts my values - how do I learn to honor
people with different values, lifestyles, and traditions than my own?
None of this is crisis-intervention! Although the Institute may see
graduate residents as the first line of defense in
preventing crises [lawsuits], this does not mean that
the appropriate job description and the appropriate
training is crisis-intervention. I attended the graduate resident training
sessions this year (as an uninvited "crasher" because when I asked the person in charge if I
could come, he said, "well, no, because we're trying to build community"). The training does
currently (or did this year anyway) include a racism, etc.ism workshop which encouraged
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graduate residents to expose and confront their own programming and biases. The training also
included an excellent conflict resolution workshop in which a mediation technique was taught.
In my work as an guerilla graduate resident in frequent and ongoing contact with many students,
I have found my community-building skills much more vital and much more effective than the
mediation technique - although I have used it. My point here is that building community is
crisis-intervention from the Institute's point of view, because:
1. If graduate residents have succeeded in building competent, inclusive
community, students will be better tied in to a network of support, caring,
and role-modelling.
2. As a result of community-building activity and techniques, graduate
residents will be better prepared (more approachable and more involved)
to deal with crises.
The value of community-building (particularly point 2. above) seems to be recognized as it is
considered part of the job description and criteria for evaluation of graduate residents. But the
difficulty of doing community-building is not acknowledged. Thus it is not included in the
training. The job description of graduate residents needs to be reoriented to address the task of
community-building explicitly and in detail. Community-building principles and techniques
need to be taught as part of the graduate resident/tutor training.
Our graduate residents claim that the increased opportunities to get to know students via the
discussion groups have dramatically increased their ability to perform their role. It has
impacted both breadth and depth of their access to students: they know more students now than
they did before and they are closer to students than before, they feel for comfortable with
students and they observe that students seem more comfortable with them.
Just one example of the way in which the graduate resident job description might be augmented
to more effectively provide guidance to staff is by having a rule/code/norm which addresses
the schedules of graduate residents. Some graduate students live on unusual sleep/work
schedules. Graduate residents should be expected to have a commitment to a schedule which is
compatible with that of students, who, since they have classes during the day, are generally
awake from 8/10 am to lOpm/lam. This means that graduate residents should be generally
around from 5 pm to midnight. "Generally around" does not mean at-home on-duty, but it does
mean that they should not have a schedule which finds them consistently away from the
dormitory at work during that block of time.
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Graduate residents' time at home must overlap significantly with students'. It is irresponsible
to have a schedule orthogonal to the students'; it negates graduate residents' ability to perform
their job in the manner of an available local peer. If students have to call a graduate resident
at office or lab and make an appointment, then the graduate resident is really not much better
than a dean. If students rarely see a graduate resident because he works from 1pm to 2 am and
therefore is at home from 3 am until noon, how can he become known as an accessible, available,
familiar member of the community?
7.3. The Training
The kind of principles and techniques that need to be taught are divided into two parts
according to the definition of a competent community. These are: community and diversity:
community: fostering affiliation and mutual-aid
Learning about the culture that exists: How to find out and what to do with the
knowledge.
Becoming part of it: Honoring that culture before your own culture/your preconceptions.
Dealing with conflicts between your own culture/values and your constituents'. Basing
what you do on what the community is.
Techniques for creating a sense of community: Helping people become part of it. How to
help people to get to know each other.
Peer-support: How to turn the community back to itself. Not being merely an end-point
for problems but a source of connection to build a network of mutual aid and caring among
students. Turning students toward one another. Helping them recognize themselves as
sources of care for others and recognizing others as sources for themselves.
diversity: challenging the community
Community is about inclusivity: A value graduate residents should be expected to bring
with them. Explicitly challenge the community on issues of inclusivity.
The community will be strengthened by broadening its scope: Encouraging and
challenging community to take responsibility beyond values of individualism and self-
service.
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Helping the community to respond to things that might otherwise be overlooked: For
example: I seized an opportunity to ask a group of students to face the pain and fear
they had about the recent war. The discussion had been focussed on exchanging second-
hand analysis and criticism of strategy. I asked them to take a moment to acknowledge
that people were dying, that they were frightened that there might be a draft, that
they felt powerless. The intensity of the prior discussion clued me in to the fact that
they were feeling intensely, and I was aware of some denial and invalidation of their
feelings as a result of certain norms (cultural, masculine, etc.). I "created the space" for
them to talk about something their group culture and their individual cultures do not
otherwise permit them to talk about.
Again "Creating the space:" Enablements for non-dominant or non-mainstream people
to gain "voice," to validate their identity and experience: For example, I am teaching
a seminar on eastern spiritual traditions which has "created the space" for people to
talk about the issue of faith, which is ridiculed and devalued in the mainstream
culture here. Such things can happen in discussion groups. Todd, predicting the war in
late September 1990, had a Sunday-afternoon military guest come in to spark
conversation about MiddleEast events.
Encouraging the community to ask itself questions: To "reach out" beyond its borders.
Does this community just exist to make its members happy, to be convenient and
comfortable? Or do we want to use our strengths, our resources, to help others who have
less (including members of our own community)? This is an expected result of competent
community.
It is unreasonable to expect graduate residents to "just do" this stuff. Our culture does not even
value community. The authors of Habits of the Heart encourage people to reach beyond the
dominant mode of behavior, utilitarian individualism. They articulate the personal barriers
to doing so:
...Some of us often feel, and most of us sometimes feel, that we are only someone
if we have "made it" and can look down on those who have not. The American
dream is often a very private dream of being the star, the uniquely successful
and admirable one, the one who stands out from the crowd of ordinary folk who
don't know how. And since we have believed in that dream for a long time and
worked very hard to make it come true, it is hard for us to give it up, even
though it contradicts another dream that we have - that of living in a society
that would really be worth living in.
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What we fear above all, and what keeps the new world powerless to be born, is
that if we give up our dream of private success for a more genuinely integrated
societal community, we will be abandoning our separation and individuation,
collapsing into dependence...What we find hard to see is that it is the extreme
fragmentation of the modern world that really threatens our individuation;
that what is best in our separation and individuation, our sense of dignity and
autonomy as persons, requires a new integration if it is to be sustained.'-
The study on which the book is based found that the American success-ethic does not in fact
produce the expected and promised happiness, and that thoughtful people discover themselves
turning from purely utilitarian individualistic strategies to focus on and value another part of
their experience, experiences in community. The authors see that the future of American society
rests on a widespread rebalancing of individualistic private life with commitments to larger
social contexts.
Expecting graduate residents to understand, value,
or think in terms of community is unreasonable. If
this is part of their job description, it is an acultural
task. Yet it is valuable, indeed necessary, both to our
society and to the optimal performance of their job.
They deserve to be taught how to do it.
138 Habits , p. 284-86.
8. COMMUNITY-BUILDING STRATEGIES
In this chapter, I offer a few specific examples of strategies for working in a more community-
minded way could be part of the new job description for graduate residents. These strategies are
presented in a separate chapter because they can be used by existing staff anywhere in the
existing system. The system does not have to be changed in order to start using these
approaches.
8.1. What does "humane" look like?
The Institute puts up a sign in the Infinite Corridor which says "Resources on Campus: People
who can Help" and lists the names of Institute offices and student groups, their locations and
phone numbers. It's not enough! Our tutoring schedule goes into the mailboxes of all the
freshmen every week. It's not enough! Human beings need to go talk to new residents, "this
tutoring is for you, you're welcome to use it, they're paid, they want customers. Take the
step of having the human contact and having a
conversation, not just offering services and putting
up a sign.
One of our tutors describes this approach, 'When I see a new face, I introduce myself and I say,
'by the way, I'm a tutor here. I tutor these classes. If you ever need my help, just come by my
room or call me up."' This tutor says that it's important to make clear to the tutors that they
can really have a big effect on making people feel comfortable. "Tutees need to feel welcome,
we need to let them know 'you're welcome to receive my help."' He says that he learned about
this in an ethnic students' organization at MIT, "that's how we do it in -, it's not structured, but
everybody knows the power that they have to make people feel comfortable."
A big thing in terms of changing the freshmen experience is eliminating the need to ask for
help. To a freshman, asking for help might feel like violating another person's space (and
goodwill) or it could seem like displacing somebody else who needs this help more. Asking for
help requires the asker to affirm their rights as an individual to ask for what they need,
which may not make sense or simply may not be doable in a time of demoralization, such as the
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freshman year. So making asking less necessary or making it easier to ask is a significant help.
Community-members can help by being there without being asked, not just once a week at six or
not just when somebody really looks like they need it, but all the time. We can also affirm that
it's ok to ask for something when you need it, it's ok to infringe on my space (if that's what it
feels like to you) because I tell you it's ok and besides you deserve it anyway.
What might this mean practically/operationally? Open doors and friendliness on the part of
upperclassmen and graduate residents (which is a new cultural artifact at Bexley) and
remembering what's going on with people and noticing when they look tired and knowing when
exams are coming up and asking them about them, and calling them when they're sick (I think
it's a big shock that no one cares or remembers when they're ill), and being generally attentive
and concerned. I.e. doing all that fluffy inefficient interpersonal stuff that we (upperclassmen)
have carefully learned to eliminate from our lives. (Selective negligence.)
Much of the attitude of staff and upperclassman is to hold the expectation of success or
excellence and never to acknowledge that even "making it" is a heroic
accomplishment. We are focussed on survival in a
strange way. We worry when a student is in danger
of failing, but that we don't think to acknowledge or
celebrate when they do pass. It is quite an accomplishment to pass four
classes at MIT in the space of a term, but we expect it. I try to reframe the way I think and talk
to students. I try to realize the significance of what they are doing and recognize their
accomplishments, rather than just taking the time to make sure they aren't failing and let it go
at that. This involves a constant re-conscientizating with the sense of tremendous challenge
which they confront. It is too easy to lose sight of what's going on simply becaues it's familiar.
The commonality does not make it any less painful to someone who's going through it. I sent
each of the freshmen a card before they left for Winter Vacation. I chose several different
Sierra Club cards portraying mountain climbers. I congratulated each freshmen on "making it"
or excelling (as appropriate) in their first term at M.I.T.
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A few dehumanizing don'ts:
Don't carry around file folders or clipboards. (I did this.)
Don't distribute lists of students which marshall them into time slots for some sort of event (in
our case freshman advising meetings). This makes them look like "numbers" or like parts of a
"machine." Instead, speak with students to make appointments and then keep a master list as
the organizer, but don't post it. (Tim did this.)
Don't sit up high or facing a group you're working with. Sit lower if possible. Remove barriers
(desks or other furniture) from between you. Always use physical space and body language to
communicate that you think you are an equal, a community-member, not a leader or a "knower."
Instead, use every possible opportunity to give kids a chance to lead, organize, teach, and to be
"the expert in the room." Because: 1. They will learn better from each other. 2. You don't need
to empowering experience; they do.
8.2. Healing in Context: Mentor Relationships
The standard response to a troubled student is "send him to SAS - unless he's really messed up,
in which case, send him to the Medical Center." Sending troubled students to professional
services assumes that they are broken or need to be "adjusted." This implied diagnosis can
wreck their self-esteem even further. Therefore, not going may become a way for a student to
uphold his self-esteem, but of course this doesn't actually make things better. We think that
some students who are having problems just need mentors, role models with whom they can
identify. A mentor can draw a student into a larger context, help the student to see himself and
his troubles as part of something bigger. By calling on the resources of the student's identity
(ethnic group, academic field, etc.) and the resources of the Institute for role models, we can
provide help in a community paradigm rather than in an illness paradigm. Upperclassmen,
graduate residents, housemasters, associate advisors, TAs, UASO personnel, can play the part
of setting up those relationships. By "setting up" I mean actually going back and forth as an
intermediary and making the appointment, not just handing the student a list of phone numbers.
This is an additional way of thinking to augment the paradigm of sending them to
doctors/counselors: let's send them to mentors. People in existing positions can think in this
way in addition to thinking about sending them the existing way. SAS is useful for certain
things, but other techniques which call on community, such as setting up mentorships with
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people who are the same background as the student may save those students from getting to the
point where they recognize themselves as "broken" and turn themselves in for "counseling." It
also gives the student the message that he deserves the attention of leaders in his community.
In working with one of the freshmen, an extraordinarily bright student undergoing intense
existential and academic angst and under pressure from family expectations, I recognized that
there were some cultural issues to which I could be sensitive but which prevented me from being
a reliable source of information, advice, or role modelling. Bonnie Walters in the UASO
suggests sending him to the SAS. They have no more knowledge about his academic field than I
do and they have no one descended from his part of the world, let alone from his culture. It
occurred to me to find a mentor for the student who could speak with him in his language. In
this case, I do not mean linguistic language, but in the language of the cultural conflict with
which the student was dealing and also in the language of his academic passion.
I thought about this community issue, that a professor in that field and from his culture could be
both a role model and a very exciting demonstration
(via his attention) that the student is worthy and
deserving. The student will be much more impressed by this person's attention than by
mine. I asked the student's permission to seek out such a contact. He tells me he "would like
that." I get from Bonnie Walters names of friendly contacts in the academic department.
I found a professor of the same ethnic heritage as the student who was willing to meet with the
student. It seemed to be a valuable and growthful pairing for the student. The perspective
offered by this professor enabled the student to see what he was doing in another way. The
important pieces here are not only the new perspective - new knowledge - but also the source of
the knowledge. I realized how very important the cultural context was. I was not part of this
student's intellectual or cultural community. Ideally, I found someone who could be a role model
in both of those important communities. He was a more reliable source of advice and a more
significant source of caring. I observed:
- goes to see the prof I found and a TRANSFORMATION takes place. Now a week
later, his voice is different, his body much more relaxed, his mind calmer, he is less
anguished. What were the magic words? "In a few years, whether you take 8.022 now
or later or even if you take 8.02 isn't going to matter. Do what YOU want to do, you're
going to make it anyway." Well, that certainly wasn't a revelation. We've told him
that. But it was the SOURCE of the words that was important. Someone he could
respect in important ways.
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So the general formula for this intervention is that we should draw on the resources of the MIT
community to build responsive relationships for students with mentors and colleagues who can
relate to important aspects of students' experience. Cultural or ethnic group may not be
pertinent in every case. The method is to consider what communities the student might consider
themselves a part of - religious, intellectual, racial, ethnic, cultural, national - and then to
draw upon these identities to find someone who can relate to the student on these issues,
providing an additional resource besides the generic helpers, upperclassmen, graduate
residents, UASO personnel, and SAS staff. By calling on community,
the student experiences himself not as a broken
object being sent to professionals to be fixed or
adjusted, but as part of his community with history,
traditions, and ideals exemplified by the mentor.
The mentor calls the student to his place in the
continuum of the community. The mentor can call on community or
cultural traditions to communicate with the student about motivation, decision-making,
continuity, learning, and growth.
The following articulation crystallizes questions from this point of view of community about
the inapplicability and inappropriateness of the clinical setting for "counseling."
The present day hero searches for the self by reliving experience in a
contractural relationship which is, by definition, removed from "real life" and
artificial in the sense that the feelings and emotions it contains are not
indigenous to it but belong to other primary relationships in the real
world...Psychoanalysis (and psychiatry) is the only form of psychic healing
that attempts to cure people by detaching them from society and relationships.
All other forms - shamanism, faith healing, prayer - bring the community into
the healing process, indeed use the interdependence of patient and others as
the central mechanism in the healing process. 39
139 Veroff, Kulka, and Douvan, Mental Health in America: Patters of Help-Seeking from 1957 to 1976.
1981: Basic Books, New York. Quoted in Habit of the Heart, p. 121.
Strategies
The clinical setting is adequate in the paradigm of "adjustment." But healing is about
connection and growth, which must take place in context. If the freshman experience fails to
draw freshmen into a sense of purpose and mission, then it has failed, not they. Sending to the
student off to "adjust" in a closet with a patient professional discounts the need for a context
that makes sense, that makes him feel that he has an important place and that inspires him to
go On.
This is part of the idea that human development occurs not in isolation, but in community.
Individual development is measured by the individual's relationship to context - to history, to
other people, to the environment, to identity. Identity is an ongoing conversation with cultural
history, intellectual context, and internalized familial and social expectations. Students
growing and dealing with their identity need to experience all of these contexts (intellectual,
cultural, social) so that they have information to support and challenge their identity
decisions and movements. Providing mentors who can contextualize students' experiences by
relating to important aspects of the students' identity are an important factor in both stability
and growth.
8.3. Study Partnerings - Facilitating commitments among students
Upon learning from some freshmen that they were concerned about their own lack of motivation
and trouble with "the discipline thing" I asked if they would be willing to form a "study
partnering" with another freshmen. Two such arrangements were made during the first term. I
found students of similar ability and needs and asked them if they would commit to one
another, to getting each other to sit down and work for specific hours. I asked them to think
about getting each other through. These study partnerings were evidently effective. Once the
agreement had been made, in my presence and with my facilitative suggestions, I kept out of it.
During our meeting together, I was careful to make sure that they framed the agreement as
with each other, not with me, asking them to face each other, not me, and to set out their own
goals and terms of agreement. I refused to set these out. I just encouraged them to lay out what
was reasonable and challenged them as to whether what they set out was sufficient to
accomplish the goal, in this case, passing.
According to many MIT graduates, working together is the key to survival and excellence here.
Straight-A students lament that they "wasted so much time working by myself before I learned
to work with people." In groups, students often maintain in enthusiasm and passion for
grappling with intellectual ideas because they do not become frustrated and isolated.
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8.4. Open Doors
An open door changes a space. Although it may take a while before people feel comfortable just
walking in without knocking, the more the door is open, the more it establishes that space as
truly "open" - dissolves the boundary.
A community with open doors is a more open community than a community with closed doors.
There is an interaction/force that operates between space and attitude. Take advantage of
this.
Talk about open doors to people who complain: "If yo u feel that the
place/people are unfriendly, start leaving your door
open. Everybody has the power to change this place.
We are all responsible for creating and
perpetuating the current environment."
8.5. Building Relationships
I introduced freshmen to on another constantly, always pointing out that to them that they
were freshmen. This categorization does something important, which is to build a sense of
commonality and solidarity between them: I am standing with freshman A and another,
freshman B, walks by. I call out, "B, how's it going? What have you been doing today?" B
walks over. In his eyes, A and I are "in" and he is outside. I introduce A to B and then point out,
"you're both freshmen, you know." In this way, I separate myself, making A and B into a group
together with myself on the outside. I may go on to address them as a group, "how have your
first classes been, you guys?" So even thought B may rail at me internally for revealing him to
be a freshman (most freshmen are convinced they "really don't look like a freshman"), the
interchange has transformed A in B's eyes from a probable upperclassman into an equal. B may
now even be more able to see A's nervousness (which was invisible to him as long as his internal
image of A put A in my [elder] in-group) and vice versa. When they wander off to the Coop to
buy books together (possibly at my suggestion), both A and B have entered a peer in-group. This
new group is, in my opinion, more valuable than either of their relationships with me, since
mutual-aid among peers is the most effective kind of support.
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8.6. Cultivating Participation and Leadership, New Traditions
"Whose place is it?" and "whose community is it?" I know some students would say, "it's the
students' place." But not all students would say this. And at Bexley I think those who would
say, "it's the students' place" are also those who defend their right to display the Confederate
Flag, whereas those who do not feel that it is their place are those who wish the Confederate
Flag was not displayed. So Bexley is some of the students' place? But do those students
actively or intentionally exclude the others? I don't think so. I think that they do not
understand that their community is inaccessible to some residents. Their sense of freedom and
rights contradicts others.' The exercise of rights and the exercise of responsibility are
unfortunately seen as separate activities. Our right to self-governance should be a
responsibility to self-govern. At Bexley, our rights to individual expression should be
inseparable from a responsibility to assure others' access to self-expression.
In a culture which sanctions hostility, in a community where people rarely speak, it is
inappropriate to assume that people know the effects of their behavior on others. It would be
grossly insensitive to assume that people who are impolite are doing so intentionally. The
appropriate approach is to point out to those who behave in this way the impact of
upperclassmen not saying "hello" to freshmen and other new residents - that this has the power
to scare people off, to prevent them from participating. Later, the scared-off people get
labelled non-participatory and blamed for the low level of community in the dorm.
Those who currently "own" the public spaces via their confidence in habitating them have the
power to scare other residents away via their lack of friendliness. They are not
aware that the power resides in their decisions of
how behave; they believe the power is in the hands
of those who decide whether or not to participate. Thus
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accusing them of "hostility" and "abusiveness" is not realistic because they do not see their
actions in those terms, they may not recognize that they have the power to be bother anybody,
let alone to be abusive. The people with the power to "create the place" do not acknowledge
that power, thus they perpetuate an atmosphere which they may not choose. The lack of
commitment to creating a friendly place is the result of a lack of a sense of power to affect the
place.
In order to try to bring people into this way of describing Bexley, I put out the question of
whether they think that everybody feels part of the dominant culture here. I try to get them to
think about the possibility that people could be intimidated by the mode of social interaction
modelled at the desk (the central point of contact and communication in the dorm). I suggest
that people who don't feel "part of" that culture might not be comfortable asking
upperclassmen for academic help, as upperclassmen assume they are. Thus, the purpose of a
program is to make the community's resources (upperclassmen willing to tutor, advise, and
listen) explicitly available, and thus inclusively available.
Joost and I have discussed the results of the leadership of the program leaving. We talk about
passing on the leadership. I endorse passing the leadership on to this year's freshmen, the
primary benefaciaries of and participants in the program. I consider them the most likely
candidates for serious commitment. We also talk about the need to cultivate leadership and
the difficulty of using that word, which is ill-received in this vociferously "leaderless"
community. I realize that Joost, Tim, and myself didn't see ourselves as leaders. Instead, we
thought about what we were doing as making commitments. Joost calls this "self-initiative,
what we really should have instead of needing leadership."
So we need to cultivate self initiative and commitments. A vital step in cultivating people to
commit is empowering them to believe that they can make a difference, to believe that they
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can affect the place where they live, "affect their neighbors."14 People need to
recognize two things: By action or inaction each of
them does "create the place." And, each
community member has something to contribute,
which can be a powerful constructive input to the
community, to the lives of his fellows and of the
incoming freshmen. Communicating such beliefs is
the work of community-building for empowerment.
An example is that at Bexley we have a rule, "bury your own dead," which means that we don't
go across the street to Deans when we have a problem in the house. Old residents get angry
when newer residents take their problems "across the street." The role of community builders
would be to help the angry oldtimers to recognize, "if you don't want people to run to the deans,
then you need to educate new residents about how you want them to behave." Helping the
community to maintain its own traditions, and to create ways of passing on such values, via an
oral tradition, can be part of the job description for graduate residents or housemasters. Staff
can also work to cause upperclassmen to realize their actual and potential impact on freshmen,
whether through their conscious activity or through detachment.
When asked to choose my successor at Bexley, I thought a lot about what it is that I actually
do. I realized that "discussion group coordination" isn't really much of a job, not like advising
coordination and tutoring coordination. There's just not much to do. I also realized that it is
strange for an upperclassmen to be "coordinating" the graduate residents. I suggested that the
graduate residents take on this job themselves. My other role is doing everyday community-
building activities. When I thought through what I do in this role, I realized that there was
no good reason why what I did should be seen as a position. Instead, it should be seen as a new
sense of awareness and responsiveness on the part of community-members who value that kind
of behavior and want to spend their time and energy that way. I decided to pass on the
community-building leadership to as many people as possible. I realized that the important
piece in doing this was fostering in as many people as possible the belief that they have the
power to decide and create what kind of place this is and the power to make a difference for
140 Sean Robin, from his definition of empowerment, 1991.
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other people, "realizing you can make a difference to your neighbors" - part of the definition of
empowerment.
It is important to help people realize their own power to contribute and to create change. Just
by talking to them about their right and power to create the place where they live, they may
see themselves differently and may feel more comfortable speaking out. Encouragement may
help students feel that their opinions do matter, that others will listen to them, and that their
contribution is statistically significant.
[Empowerment] has meaning in that, by requiring men to reflect about
themselves and about the world they are in and with, it makes them discover
that the world is also theirs, that their work is not the price they pay for being
men but rather a way of loving - and of helping the world to a better place."1
14 Freire, Education for Critical Consciousness, p. 81.
CONCLUSION
Community has the power to make a difference for students by offering sources of self-esteem,
alleviating alienation/isolation, and fostering for inclusivity. In the effort to generate
competent community, the Institute can reorient existing programs and staff and design new
programs. Specific techniques and skills which are effective in building community are known-
and available. Existing staff can be trained, job descriptions can be composed, and methods can
be developed and transmitted. Upperclassmen can be empowered to care for younger students.
In lieu of a blueprint, I have offered what I think are the most promising pieces of our work:
Community-building is a flexible and versatile (although demanding) model for addressing the
concerns of low self-esteem, alienation/isolation, and a lack of inclusivity. By building
relationships, creating opportunities for contribution, and providing working experiences of
diversity, community has the power to address these three concerns. I have also offered
specific recommendations regarding the existing system: Residence-based advising with
increased use of associate advisors can drastically improve both quality and quantity of
academic advising for freshmen. Reconceiving the role of graduate residents and training them
differently can greatly enhance their effectiveness. Existing staff can work in a more
community-minded way.
I wrote a great deal more to this thesis, exploring my own questions and doubts about certain
aspects of the program. These questions, however, can be summarized in the following
suggestions of concerns that I think are important issues to be considered in doing this sort of
project in the future.
The Challenge
In attempting to foster responsible and inclusivecompetent community, we need to really
understand what is going on in the developmental tension between individuals and groups and,
within individuals, between autonomy and affiliation. We need to understand how these
forces interact to produce a community which may be exclusive, and how they interact to
produce communities which are inclusive and responsible. We need to understand the rigorous
criteria of competency and challenges that face communities trying to be competent.
Conclusion
In advocating change to a community, it is important to realize that most of the time as
professionals, experts, or educated people, we think we know what is right for a place, we can
take one look at, say, a dormitory of students, and know just what they need. However, the
problem with this approach is that we do not see what that community has. We only see what
we are looking for, or the deficiencies we have been taught to identify. Proponents of
indigenous or community-based change assert that change must based on the strengths and needs
of the community in question, not on needs identified by somebody else or techniques developed
in other places. The need-assessment carried out by someone with different values will likely
be blind to the strengths and capacities that do exist. In addition, techniques from elsewhere
may be inappropriate to the climate or culture of this place, and they will certainly overlook
the highly-evolved native techniques. Finally, the importation of new values and techniques
does violence to the indigenous techniques and strengths and dilutes the web of culture which
holds the society together.
In analyzing the organization that developed in order to staff the program, I find a lack of
integrity: the staff is not behaving according to the principles to which we do lip-service. The
staff can speak the right words, but acts in complete discord with those principles. The theory
of what we are doing is different from what we are actually doing. I realize that in the
training process, I left things too much inexplicit; I expected the staff to acquire my vision and
theory by diffusion - or something! We also had problems with a "myth of leaderlessness"
which caused us to struggle around issues of authority, ownership, and role until the staff broke
down into uncommunicative, decentralized operations. The most disturbing thing that we did
was that we steamrolled the opposition, rather than reaching out to include them in the
process of creating the future, responding to their concerns, legitimizing their voices, and calling
on their considerable capacities to strengthen our efforts. Our refusal to include them was the
result of our own fear which we had failed to confront. Our inability to deal responsibly with
our own fear, and the resulting way that we dealt with our fellow community-members was
anti-community.
In hopes that we have in fact done less harm than good...14
It is my sincere hope that what we have done does not harm Bexley, although it has
inevitably impacted our history and thus has redirected the future. I have faith that the
14 Jeffrey R. Henig, Neighborhood Mobilization
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strength of the students will win over the momentum of the program and that they will use it to
meet their needs insofar as it is useful.
To the reader
I thank you for taking the time to tread the path of my learnings. Having put an extraordinary
amount of time and effort into studying, analyzing, and theorizing about the undergraduate
experience and the freshman year in particular, and having spent a great deal of time and
energy with a group of freshmen, seeking to understand their reality and to test our theories
against it, I believe that what I have learned may have value to others who have less time to
research such possibilities. I hope that others who are designing programs which attempt to
serve freshmen or seek to impact the quality and humanity of undergraduate life will be able to
draw on my work and learnings as you formulate plans, criteria, and questions. I hope that you
find these learnings, or any piece of them, useful.
It is my greatest hope that the discussion of community and the determination to discover it,
which has played such a predominant role in this thesis, will impact your relationships, your
definitions and goals, your vision.
203
Conclusion
Ultimately, that is the definition of bravery: not being afraid of
who you are.. .in the face of the world's great problems, we can be
heroic and kind at the same time. [This] vision is the opposite of
selfishness. When we are afraid of ourselves and afraid of the
seeming threat the world presents, then we become extremely
selfish. We want to build our own little nests, our own cocoons,
so that we can live by ourselves in a secure way.
But we can be much more brave than that. We must try to think
beyond our homes, beyond the fire burning in the fireplace,
beyond sending our children to school or getting to work in the
morning. We must try to think how we can help this world. If
we don't help, nobody will. It is our turn to help the world. At
the same time, helping others does not mean abandoning our
individual lives.. .The important point is to realize that you are
never off duty. You can never just relax, because the whole
world needs help.
While everyone has a responsibility to help the world, we can
create additional chaos if we try to impose our ideas or our help
upon others. Many people have theories about what the world
needs. Some people think that world needs communism; some
people think that the world needs democracy; some people think
that technology will save the world; some people think that
technology will destroy the world. [This vision] is not based on
converting the world to another theory. The premise.. .is that, in
order to establish an enlightened society for others, we need to
discover what inherently we have to offer the world. So, to
begin with, we should make an effort to examine our own
experience, in order to see what it contains that is of value in
helping ourselves and others to uplift their existence.
Ch6gyam Trungpa, Shambhala: The Sacred Path of the Warrior
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EPILOGUE: TRYING TO HELP
This is an argument composed of a series of events and reflections in a short time period. It
represents a new direction for me.
I learn that a friend of mine just attempted suicide. I know this person's situation pretty well.
He was in ongoing professional counseling and in an official "support group" led by a
psychiatrist. He had many acquaintances and, although he lived in a single room, seemed to
know many people in his residence hall. He had a part time job on campus. He knew he was
depressed and he was willing to self-select into professional settings to get help. He definitely
had people to talk to - a range of people to talk to - from professionals to a few close peers.
I analyze his environment in terms of our goals: He was in a mutual-aid peer-support context.
He had "non-judgmental listeners" (his were professional). He was at least superficially
"known by" his neighbors. He had access to the kinds of support resources that we are trying to
provide and he was using such resources. This causes me to question whether just making sure
everybody has somebody to talk to is enough.
One of the freshmen who I know well comes by to chat. He is, as usual, "kinda blue." I feel, as
usual, helpless because I realize that I cannot communicate my perspective or wisdom to him. I
cannot fix his problems. My answers are of no use to him because he must live his problems and
learn his own answers. Even if they turn out to be the same answers as mine, they still must be
learned by living. I feel helpless because hours and hours of my attentive listening in the past
have not eased his pain and I know that those hours have been matched many times over by
others community members' time. I feel helpless because I recognize that my feelings of
admiration, care, commitment are invisible to him. I cannot touch his pain. He cannot believe
me when I tell him that I respect him, for he sees himself so differently. My painful
recognition of the place he is in is of no help to him. He cannot receive my compassion and
concern - he is so far away, and my power to communicate is so limited. I feel his aloneness and
it reinforces my own. He, too, has listening, has caring friends, knows people, but he is so alone
that I fear if things got worse he would not call on those resources.
Trying to help
I am sitting in the Bexley courtyard in the sun, editing this thesis. I sat here in the same spot
all last weekend doing the same thing, saying Hi to people as they came in, chatting a bit,
feeling very "part of it," feeling "at home," feeling cared for and involved and comfortable.
But today, a week later, is just two days from the deadline, and suddenly I succumb to that
stress. I am talking to a good friend who tries to calm me down - I get very tense and as I talk
about how I am feeling, I start crying. I feel OK about crying even in the courtyard because I feel
safe here, but I notice that I feel very very alone. Although my friend is attentive and is doing
his best to help, he cannot overcome my frustration for me, he cannot relieve the pressure of my
commitments. Where a week before I felt so embedded in the community suddenly I feel alone -
that there is no one to talk to who can understand, thus no point talking to anyone. And I don't
want to take anyone's time with my depression - it's such a burden to put on someone.
"Why?" I ask, "do I think that talking about it will help?" Talking about it has never helped
in the past, yet it is my immediate response, both to my troubles and to others'. I have been so
inducted into the psychologized therapeutic paradigm that I have never questioned that it is
"the way."
I attend an event hosted by one of the ethnic students' organizations. It was a farewell dinner
for the seniors. Each of the graduating seniors stood and spoke for a few minutes. They were all
pretty sentimental and showed their sadness in anticipation of parting with the community.
They were called on to present some "words of wisdom" to the younger students. They passed on
the traditions and values of the community, relaying the oral history of the organization and
of their own careers at MIT. They said things like, "look around the room. These are the
people that are going to be there for you when times are tough." "There are going to be good
times and bad times. Remember you're only going to be here for four years. Enjoy the time and
take care of each other." "Remember, however, bad it gets here, MIT is not your life. It's only
four years. It's not your life. And there are good things here, like your friends here in
[organization] - these will be your friends for a long time." I was struck by the atmosphere of
this organization, in the culture of drawing younger members in - encouraging them to value one
another and the organization and to commit to one another and to the organization.
Afterwards, I wondered if members of that group experience alienation and isolation.
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I wonder how I got out of the depression and isolation I experienced earlier in the day in the
courtyard. I didn't talk about it. I think what happened was that I ran into a couple of contexts
that affirmed that I was part of the community, that I mattered to people. Although I didn't
"talk about it" to any of these people, just seeing them and recognizing my place in the
community made a difference.
I wonder what is important about what we have done here. Perhaps the whole "somebody to
talk to" is a method from a paradigm that is inadequate. I wonder if maybe providing the
opportunity to contribute is more valuable than just providing "someone to talk to if things get
bad." Because, when things get bad, people seem even further away, as I so vividly
experienced. People who are ordinarily close seemed unaccessible and I didn't want to bother
them. What can draw in an alienated person? Realizing I matters, feeling part of something
bigger, something more important than my current troubles. So the freshman who is so alone,
maybe I need to make sure that he is offered opportunities to contribute, to matter, to be
important. And I need to examine why he has not already been offered such opportunities.
Because he seems isolated, do upperclassmen, when planning a barbecue, assume, "oh, he
wouldn't want to cook anything?" Maybe he is the one who most needs to cook something.
Maybe the most important things we are offering are the most haphazard, the least examined.
My "being there" and "listening" aren't enough - they haven't made a differnece. What
actually makes the difference for people and how can we provide it for everybody?
The usual attitude of helpers is "well, you lose a few. You can only do what you can. If we've
done our best to convince them that we care and they still can't ask for help, there's just nothing
we can do. You have to expect to lose a few." But I return to Becker, who points to the danger
when society fails in its "crucial function," to protect the "fragile self-esteem" by offering the
individual a meaningful place in the community: He directs the "student of society...want[ing]
to find out why youth opts out of the system, [to] find out why it fails to offer them the
possibility of real heroism." 43 They don't need to be listened to, they need to know that they
matter. They need to know people will miss them if they "opt out." The rules of
confidentiality surrounding attempted suicide confirm all too strongly the student's suspicion,
"no one will miss me."
14 The Birth and Death of Meaning, p. 77.
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This line of thought affirms my understanding of community as something more powerful than
and outside of the therapeutic paradigm. Community is the fabric of society that has been lost.
We have lost the medium between the individual and the group. Our isolation, depression, low
self-esteem, and intolerance, like cancer and heart attacks, are diseases of modem society.
They are illnesses born of individualism, competition, specialization, and the loss of vision of
ourselves in a continuing history. More individuation in a specialized forum of one-on-one, one-
way counseling is not going to help. The community context is not just a better form of
psychotherapy - it is the traditional natural and necessary environment for human life at all
ages. We must relearn community. We must figure out how to get from here to there, learn how
to draw people from isolation into community, how to affirm and carry on the experience of
community so that people no longer have to "climb in." These are serious and promising
challenges.
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1. THE MEASURES
There are several parameters which I sought to evaluate. The meanings and sources of these ar
summarized in the chart below:
parameter demonstrates/indicates source of data instrument
level of involvement in the community-building attendance at house events attendance counts
community level of alienation aualitative survyes: eliciting written and telephone surveys
participation -c 1/alienation self-assessed level of asking speicific questions about
involvmeent involvement in community,
robustness of self-esteem nmber or people known
involvement -c self-esteem
usefulness/ "goodness" of the whether the program usage rates: tutoring time cards
program components are useful tutoring discussion group counts
usage -c usefulness discussion groupsd
house's decision about house meeting results
continuing the program
attitudes/opinions toward the human development qualitative surveys written and telephone surveys
program willingness t o take eliciting comments about the
responsibility for continuing program, what should be
next year changed, etc.
recognition of what happened house's decision about house meeting results
and how it is valuable continuing the program
pluralism in decision-making indusivity participation in second-term obsevation
voice house meetings on continuation record of number of votes cast
of the program and graduate
resident selection
In designing the evaluation, having considered and rejected many more complex instruments, we
realized that the real test of the program was whether the beneficiaries thought it was
valuable and helped. Thus we permitted the bulk of the evaluation to rest on the commentary
gleaned from surveys of the freshmen and on their decision about whether to carry on the
program. We figured the answers to the question, "should the program be continued for next
year's freshmen and why?" would give us all the evaluation we needed. However, we failed to
predict a very serious problem which affects that instrument for evaluation.
The level of contact and encouragement we put into place pissed people off. We don't know how
many people were enabled to overcome their shyness or self-devaluation and participate or use
the resources because of the high level of contact and we don't know how many people we
permanantly pissed off and turned against the program simply by bothering them too much.
There were some very adverse reactions from some upperclassmen and a few freshmen who said
that we should just "make it available but don't harass people." From my point of view, there
are some people for whom the agressive contact might be necessary to make them comfortable
The Measures
with believing the services really are for them. Unfortunately, those for whom this was the
case either did not remember this or were not willing to admit that they had ever been that
way. The "close holding" of the program (high level of contact resulting in successfully
convincing the freshmen that we were accessible, available, and caring) enabled people to feel
cared about from the very beginning. But since they take this for granted they are then able to
complain and denounce us for "babying" them. I simply do not think that all of those who
complain in this way would have had the courage to even speak in the forums in which they
have made these compliants (house meetings, flame sessions) or if they even would have
attended had it not been for the close holding which they so scorn.
Regardless of what this means for evaluation, we cannot contain, control, or suppress its impact
on the house's decisions about the future of the program which are rightfully out of our hands.
So even though it skews the evaluation - i.e. makes the program look "invasive" and
"parental" where it may be just right developmentally in terms of holding environment - it
accurately represents the real problem which such a program faces and the real impact of
community control.
1.1. Internal Validity
Ideally, of course, an independent party would have conducted the evaluation. However, this
was impossible due to our limited resources. In fact, I was the only manpower with the time and
interest in conducting an evaluation. I created, distributed, and collected the written surveys. I
conducted the telephone survey. People may have lied to me. It is possible they said what
they thought I wanted to hear. I was concerned about this until I read the written surveys, on
which people did not seem to be reluctant to be quite critical. I hope that all of the respondents
felt this same ability to express themselves freely. Since this is the only data available, I feel
that I have to just take it at face value.
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2. EVENT ATTENDANCE
I'm really noticing that the frosh show up at events. They really feel part of
it, like they're welcome. Last few years, you'd be lucky if 3-4 frosh showed up.
Now there are 10-15 that show up.1
When people feel alienated, like they don't belong, or if they think poorly of themselves, they
are unlikely to attend social events. If they are founding a precious identity on rebellious
individuation, they may also likely to avoid group events. If a place has an exclusive social
life, members of the community, particularly younger members of the community (in age or
community seniority) may be uncomfortable attending social events because they feel that they
don't belong or the event is not really "for them." Thus, we consider turnout at house events to be
an excellent measure of community and the accompanying issues, self-esteem and alienation.
Although we don't have hard numbers, it is widely known in the house that turnout for house
events is always low. In the past, this has been attributed to factors such as, "it's not a very
social place...people are doing their own thing." I offer that the culture was intimidating and
inclusive, and thus people were uncomfortable attending or felt that they did not belong. In
addition, we chose to build community based on non-social programming because we saw the
limitations of social events in terms of who they reach (people with time and confidence).
The success of the program in building community and addressing alienation and self-esteem can
be measured by looking at the level of attendance at various social events, which were not
pumped up as part of the program. We did not expect to impact upperclassmen attendance. The
population in which we expected to have an impact is the freshmen. In the chart below, the
percentage attendance of freshmen (in black) is compared to the percentage attendance of the
house as a whole (in white) - which includes the freshmen. A few events, noted with an
asterisk after the date, were not all-house events. But the percentage turnout of freshmen at
those events can be compared with the average house turnout at any event.
Briefly, the average freshman attendance (at 17 events) was 46%, outstripping the average
house turnout (at 12 of those events) of 24%. The freshman average attendance at freshman-
only events (of which there were 5) even beat out the house maximum, by one percentage point
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1 A senior, 2.28.91.
Event Attendance
(44% to 43%). In fact, there were eight events (out of 17) at which freshman attendance was
higher than the house maximum.
Remember, the numbers for the house include the freshmen; it's not freshmen versus
upperclassmen, it's freshmen as a group compared to the house as a whole.
9/4* book night
9/8 anti-phi party
9/12 house ntg-frosh crowds
9/21 tcurtis "war" diaa an
9/2W food in 112
9/29* star trek 112
9/30 twin peaks 401
10/21 parents day brunch 112
11 /3 hafoween party
11/17* ta trek dinner 112
12/7* holiday party 112
12/16 fizt exam dinner
1 /26 war bnt 108
2/28 study break
3/7 house ntg-prog
3/19 CR fo2-dert
3/20 CR house neeting
0% 10% 20% 30% 40% 50% 60% 70% 80%
events with asterisk after date were freshman-only events
90% 100%
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3. PROGRAM USAGE
The extent to which the program components were actually used indicate the extent to which
the program was useful and accessible. Unfortunately, we do not have anything to count in use
of advising. Although we intended to track attendance at discussion groups, records were not
kept consistently enough to provide meaningful data. However, we do have a list of topics
discussed in some of the groups. This list is not exhaustive. We do have good data on the
tutoring, which gives a sense of its usefulness. If the tutors were no good or unreliable, they
would not have been utilized. Since we have no enforcement mechanism, the value of the
program can be evaluated by counting the consumers as they "vote with their feet."
3.1. Tutoring Usage Rates
Presented below is tutoring data for the fall term and the spring term up to the week before
Spring break. Do not compare the data from the fall term with the spring term because you are
only looking at half of the spring term!
The first 3 weeks of hours used are not precisely accurate. The numbers for hours paid, hours
used and students served are known in sum for these three weeks, but we guestimated the
breakdown between the weeks. Record-keeping was not yet designed. The first two weeks were
low usage because of start-up and because the workload had not hit yet - or people weren't
confused yet. The third week is high because students were encouraged to and did "go try out"
the tutors.
Ratio of hours used to hours paid gets closer to 1:1 as time goes on partly because many tutors
began to refuse to be paid if nobody showed up for their hours.
Average tutoring usage was 21 hours per week, of which an average of 17 were used and an
average of 10 students were served.
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Although we don't have exact data for how many students were served, we have some minimal
data which tells us a minimum number of students who were served, what the tutors reported
for payment. This is considered to be inaccurate (on the low side) because tutors might not have
taken time to write down all of the people they tutored at one time. It is known informally
that more unpaid tutoring occurred because of the tutoring program, for example a freshman
stops by and asks a tutor a question but since it only takes ten or twenty minutes and the tutor
and tutee are friends, the tutor does not think to charge for the time. Joost estimates that these
numbers are far below what actually happened. The word "minimum" means that at least this
many students were served, definitely more, but we don't know how many more.
UHours paid
MHours atnded by at leadt are student
Usage Rates
.ubat..erved
9/114/16
9/174/23
9/24/30
10/1-10/7
10/-10/14
10/15-10/21
10/22-10/
10/29-11/4
11/5-11/11
11/19-11/25(ve)
11/26-12/2
12/3-12/9
finals week (by appt)
LAP
2/11-2/17
2/18-2/24
2/254/3
3/44/10
3/11-3/17
10
11
9
12
17
14
23
3
* 19
12
5
1
7
7
I I II
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We have a breakdown of the tutoring that occurred by course. This is important because it
shows the breadth and depth of the house's capacity to provide tutoring. The only inadequacy
was our late learnings about the pervasiveness of students with problems in 3.091 and we did not
adequately ramp up the tutoring to address this (or it was too late for some of the students).
Language tutoring hours are misleading, seem out of proportion. This is because language
tutoring is usually one tutor with one person for many hours. Science courses are usually
multiple students (up to ten) for fewer hours because the students work together. Thus ratio
students served/hour is high for science courses, low for language courses. In the case of the
French tutoring, we had an excellent French tutor (actually a freshman) who had about five
clients, and spent a great deal of his time tutoring.
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Fall:
3.091
5.11
SP01
8.01
8.00
18.01
18.09
Tutoring breakdown by course
23
7 12
33 641 33
20
M1 36
French 65
Other 14
Spring:
5.12 5
6.001 25
7.01 14
8.0 22
14.01 8
18.2 5
18.02# 6
French 20
Other 3
0 10 20 30 40 50 60 70
total hours per term
3.2. Discussion Group Topics
"computers" for a while, then one member started to talk about family stuff (keyed somehow by
financial aid issues); it was "open" talk on his part and the other members and I listened well
AIDS/homosexuality/gay communities: seemed to be really listening to each others' theories
attended presentation about pornography, talked about it afterwards
being miserable-responsibility, intellectually
classes
Dee Brown/Prejudice
discussion about classes, teachers, recitation instructors, general issues about how tests are hard,
recitation teachers don't care about students' grades or can't teach
general ramblings about problem sets, 6.001, Wellesley parties, girls, working too much and not
sleeping, lecturers who are completely confusing, etc.
get to know us
girls, tests, and problem sets
groups
holidays, families, difficulties of getting free of your family, whether you like your family
impressions of MIT
in detail about one member's questions about his major, value of various courses in that
department
midterms at MIT
one member talks about serious problems, struggle with dysfunctional family -everybody really
stays with the pain and reaches out
Usage Rates
out to dinner, group future, roommate problems, movies
religion, why, a "neutral society," Judaism, kosher, etc.
role of groups in program
science-fiction and other movies with one member putting on quite the act for a couple of films
that he loved
sexual harassment
silly conversation; fun; shared wallets and stories
Sticking with this group, confidence, independence, how deal with others, believing in self, etc.
suicide
4. ACADEMIC PERFORMANCE - FALL TERM
Although we do not want to use academic performance as a measure of the program in any way,
we do feel that the data must be presented and discussed because we did have more than our
share of freshmen put on warning or receiving UASO letters. We had nine such freshmen out of
25, which is 36% of our freshmen, this is quite high compared with the institute average of
about ten percent. This occurrence is entirely legitimate since we do not have a random sample
of freshmen, but a self-selecting group which may represent a personality type prone to
academic problems in the first term of college (or something!). In any event, in order to be
prepared for criticisms of the program based on the academic performance of our freshmen, I
looked into the data in detail, and came up with a scheme to map their performance in a
meaningful way.
The first thing that I discovered was that that our program seemed not to be as helpful to
freshmen in special academic programs (Concourse, ESG) because we got less feedback on their
performance.
Freshman performan: Cmparsmn between mainstream and spedal programs
Those in special programs- generally did not use in-house tutoring
and we not traced by freshman watch, which affects our advising capacity
% of fresh in
spedail psp 20%
mainstream )0%
% of - froak mn freshman watch
spedalproga 0%
mainstream 60%
end of termstatus: % of fm an
W or UASO lar
.pedal prgp
mainstream
% of - frosh passing intffidut
uitsW (<46)
.pedal Prgs
mainstream
35
35%
60%
0 0.1 0.2 0.3 0.4 05 06 0.7 0.8 09 1
I then looked into the performance over time. The following three charts are based on a
scale (+1->-4)so that numbers of freshmen receiving Freshman Watch, end of term statu
units passed can be compared on an equal basis.
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Academic Performance
It is possible that Freshman Watch enabled us to get students connected in with the tutoring
who were not already connected in. It also empowered advisors to really talk to their advisees
and find out what was going on. The following chart puts together the first two charts on the
previous page so that a direct comparison over time can be seen.
Performance comparison over time
clame
In bad
standing
0 freshman watch (T1)
M end of term status (T2)
22U
1
I ! I i i
0 2 4 6 a 10
number of students (field of 25)
12 14 16
The following chart is another way of showing this same thing, which shows a little better the
change over time. The points on the vertical axis are the students with no classes in bad
standing, a number which rises between T1-Freshman Watch (in black) and T2-End of Term
Status (in white). Two of the remaining three points drop between T1 and T2. One stays the
same.
Performance comparison over time
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5. WRITTEN SURVEYS
I composed two written surveys, one for freshmen and one for upperclassmen, to find out their
opinions of the program and also to try to get some measures of community-belongingness, an
additional measure of our progress at building community.
Which upperclassmen received written surveys?
All tutors, advisors, and upperclassmen discussion
Mimi, Joost)
group participants (excluding Tim,
AND
All vocal parties or other parties who Mimi thought might be interested in voicing
their opinion. They were invited to tell other residents that written surveys were
available. Anybody who wanted could fill out a written survey.
The timing of the survey distribution happened to be right after all the turmoil in January. As I
gave out the surveys, I asked people to please take them seriously because it was important to
try to get a formalized picture of what people thought. I pointed out the questions like,
"should the program be continued...why?" and showed them that the surveys were not an
attempt to rubberstamp the program but that I had done my best to make it objective. I assured
them that it was confidential. I told them that they could comment on any or all questions that
interested them. For example, upperclassmen were welcome to comment on the advising section
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Who was surveyed?
Out of total residents: 115
Freshmen: all got written surveys 25
Upperclassmen residents: 91
Upperclassmen written surveys 35
Upperclassmen telephone surveys 54
Who responded?
Freshmen written surveys 16/25
Upperclassmen written surveys 18/35
Upperclassmen telephone surveys 37/54
Written Surveys
even if they weren't an advisor if they had something to say about it. I told the upperclassmen
that I gave the survey to that it was available to anyone who wanted to fill it out and if they
knew anybody who was interested in commenting, they could get a survey from me. I tried to
give the freshmen a sense of their own voice in shaping the future by saying, "you're creating
the future."
On the written surveys, why do "votes" not always add up to toal number of respondents?
Not all respondents answered all questions.
Level of response:
Upperclassmen responses were pretty low (only half of those surveyed responded, and many
didn't answer all questions) in contrast to the freshmen (about two thirds responded and almost
all answered all questions).
5.1. Measures of community-building
5.1.1. ASKING FRESHMEN
We asked the freshmen how many Bexley residents and how many freshmen they feel that
they know. The responses peaked past the "half" mark, which is to say that the freshmen
feel that they know their own group well and "many"others in the dorm.
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I feel that I know __of the
maidents of Bexley
sonm 6
many 8
most 2
I feel that I know of the
freshmen
afew 2
sone, but lea than half 3
about half 4
more than half 3
most 4
all 0
I I I I I I I I
0 2 4 6 8 10 12 14 16
Number of students (16 respondents out of population of 25)
To more specifically guage the program's efforts to build relationships between freshmen and
upperclassmen through the tutoring and advising aspects of the program, we asked a more
concrete question about the number of upperclassmen known. Almost all of the responding
freshmen claimed to know at least five upperclassmen, a number that certainly reaches beyond
the two to three formalized relationships (associate advisor and a couple of tutors).
How many upperclassmen do you feel that you know?
s5 1
5<x<10 4
10<x<15 0
15<x<20 3
20<x<30 4
30<x<50 4
250 0
0 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16
Number of students (possible 16 out of population of 25)
We also asked the freshmen if they were comfortable calling on staff and residents. Their
answers were pretty overwhelmingly positive. Based on these numbers, I would feel
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comfortable with the fact that freshmen are "networked in" to the community and feel that
they have access to people, both peers and elders.
Do you feel comfortable calling on..
your advisor?
your dgroup leader?
the housemasters?
an upperclassman?
several?
another freshman?
several?
a tutor?
several?
15 n
n5
' 3 13
10
8
I I I III0 2 4 6 8 10 12
Number of students (possible 16 out of population of 25)
14 16
5.1.2. ASKING UPPERCLASSMEN
The questions to the upperclassmen were similar. The upperclassmen responses were pretty low
(again: only half of those surveyed responded, and many didn't answer all questions in contrast
to the freshmen, of whom about two thirds responded and almost all answered all questions);
I'm not sure that this data is interesting.
Upperclassmen asked about number of students known
I feel that I know the
residents of Bexley
some of
many of
most of
I feel that I know of ihe
freshmen
a few
some but less than half
about half
more than half
mst
all
6
6
6
0
4
~1
4 6 8 10 12
Number of students (possible 18 out of sample of 35)
I I I I I
I I I
14 16 18
6
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5.1.3. DO YOU LIKE BEXLEY SOCIAL EVENTS?
I figured it might be interesting to get a sense of what people think about house social events.
5.1.3.1. Freshmen
y 13
n 4
why?
like food is really good! parties are a new exp everytime
Very creative, lack of evil conformity that invades other dorm parties.
don't like people are wierd
because of the attitudes and behaviors displayed
too much alcohol
5.1.3. Upperclassmen
y 11
n 5
why?
like they're fine when uptight entities stay out of the way of the mighty drugs,
sex, & rock n' roll rollah costah
Depends on the event. October parties and Beast Roasts are excellent. Bottle
Nites and Space Center stuff are fun and intellectually stimulating.
Depends what they are: Yes: barbecues, beastroast, mass ave frisbee. No:
bottle nites, house meetings
We should have more regular bottle nites
don't like Some of the time it can be uncomfortable since some people form groups and try
to make certain others feel uncomfortable.
I'm indifferent
apathetic, emphasis on pathetic
same people doing the same thing
I didn't know we had them. What are our social events. I liked the final
exam meals. I don't like drinking or drugs. Maybe Alpha Phi should have
more parties in the Bexley basement.
To many people complain for the sake of complaining.
they're too fuckin' weird
drugs. boring
Written Surveys
5.2. Program Components
I asked in detail about the specific program components for two purposes. First, to get a sense of
what people think about the program and second, to find out what should be done to improve
the resources.
5.2.1. TUTORING
5.2.1.1. Freshmen
On how many occasions did you use the tutoring system?
0 3
<5 4
5<x<10 4
10<x<15 2
15<x<20 1
20<x<25 2
For what subjects?
18 8
8 12
5 3
3 4
languages 1
other 1 SPOl
Were there subjects or occasions in which you needed tutoring but did not use Bexley tutoring?
y 12
n 3
What subjects?
18 5
8 8
5 2
3 4
languages
other 1 course 14
Why didn't you use the tutoring?
Worked with fellow students instead
Even the tutor who is a math god couldn't help with our current topics in the course
Don't know??
I found the tutors to be unprepared on specific problem sets and tests and I didn't want to sit and
wait for 3 hours until they figured out how to do the problem.
The night before an exam, all of the course 8 tutors could not tutor for different reasons. This
would have been ok, if, the tutors had told the students ahead of time. However, the students
(about 8 of us) were stuck at the last minute without a tutor.
There was other more specific tutoring available.
Written Surveys
A friend of mine was taking the physics class with me and doing particularly well; I felt more
comfortable having them teach me than one of the tutors.
Because TA was more than availalbe. Went to TA instead.
[Another program I am in has] tutorial everyday.
I think the tutors in the institute are more prepared than the ones in Bexley
How comfortable were you asking the tutors for help?
totally comfortable
comfortable
comfortable w/ the ones you knew
how did you get to know them?
somewhat comfortable
not comfortable
other
When did you use tutoring?
mostly during "office hours"
mostly on an appointment basis
both during office hours and by appointment
mainly when there was a quiz or problem set review
other
5
4
2
by asking repeatedly
through other friends
3
0
0
3
1
5
6
whenever I could find
them
What would make tutoring better?
more structured office hours, such as quiz and 5
problem-set reviews
more office hours because I don't like making 1
apointments
fewer office hours, since I like making appointments 1
in order to have the tutor to myself
other 2
They and upperclassmen were available at all times.
There was always someone to ask.
Do you prefer having tutoring:
in the tutoring room, basement, or lounges 4
in the tutor's room 1
m your room
don't care 10
Would you like us to organize study groups or study partnerings in the core courses next
term? (the idea of these groups or partnerships is for people in similar situations to
cmmit to coaching each other over academic hurdles, for example, inspiring each other to
sit down and study in the face of distractions and/or discouragement)
y 6
n 10
suggestions
as long as I can change groups
only with SOME students
We can form our own groups!
General comments on tutoring
That people who tutor know the stuff...some tutors are sometimes kind of lost
Written Surveys
I would like [tutoring] time to be later and some slots open on weekends
Tutors should complete problem sets in subject each week before attempting to tutor. Tutors
should not eat while trying to tutor. It was somewhat gross
This past semester, I took advantage of the tutoring system and got quite a lot out of it.
Worked out well.
why Bexley should continue to have paid tutoring
Late night tutoring
But only if they actually tutor us
It motivates the tutor (making him available) and given the pace here, the time spent w/
tutoring (for a tutor) is really valuable (for both tutor and tutee)
It's good to have help when you want it without feeling that the helper is not getting
something out of it.
If the tutors are paid, they are much more willing to work, and help out students. The tutoring
sometimes takes a lot of time and effort which should be rewarded with money.
Tutoring provides students with another opportunity to grasp concepts that might not have been
covered in great detail or clearly in recitation or lecture.
Overall, it is beneficial to those who need it.
People are more willing to help if they are paid. Also some of the tutors are excellent.
They are always available. They really help. Sometimes they can lend an ear to non-
academic problems too.
why Bexley should not continue to have paid tutoring
I think there are plenty of qualified students and graduate students who will tutor free of
charge.
5.2.1.2. Upperclassmen
Have you enjoyed tutoring?
yes 7
somewhat 1
I have MANY carefully made bibles available, and I was able to make suggestions on what to
study etc. for certain courses 18,8,3 exams.
I haven't had the opportunity to tutor as much as I'd like. (Not that many people were taking
the courses I was tutoring.)
I was tutored myself.
How committed did you remain to tutoring when you were under academic pressure (during finals,
etc.)?
I kept up the same schedule as the rest of the term 5
I reduced my tutoring time somewhat, but still did 4
some tutoring
I just didn't have time to tutor at all when I was 0
under a lot of pressure
I got roped into tutoring when I really should have 1
been studying
Please honestly evaluate your abilities as a tutor
pretty damn good
able
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I'm great.
Middling - either good (at times) or bad (other times)
For course 18,8, I am a good tutor. I can do a good job in course 6 and 3 also.
I'm a good tutor
Good. I enjoy tutoring my subject, and I know from the grades the people I tutored got that I
helped them.
Do you feel that you have been an effective tutor?
yep
somewhat
Yes - not for teaching material but for teaching practical study skills.
yes - 3
To those who asked for help, yes. But apparently a more than usual # of frosh failed [one of the
classes I tutor] so perhaps I should work on my PR.
Do you think there should be some type of tutor-training? Please describe what would be
most helpful.
y 1
n 5
comments
The meeting at the OJ's at the beginning of the term is enough
Either you got it or you don't.
I would like to know where I could get syllabi and copies of p.sets so I don't
have to try to figure out where in course students are and so could prepare
relevant thoughts in advance!
DIFFICULT: everyone teaches differently and most people learn differently
The only way you can train tutors is SENSITIVITY training. Many freshmen
are overwhelmed by the coursework when they get here. It's important that
tutors help the students without making the freshmen feel stupid.
VOLUNTARY tutor-training, if at all. Everyone has their own style, let
freshmen pick and choose.
What's "wrong" with the freshmen this year (academically?)
Depend on tutoring too much.
Don't have the motivation, I think. And if they (the few) do have it, and they have problems,
I think it's because of the poor background information they received before coming here.
One says he "doesn't know what he wants to do with himself."
Well, I'd like to see a better attitude towards classes
Not self motivated. Want things done for them.
Passing being a "C" instead of a "D"
They need to put more productive effort.
Pass/Fail's have been changed! Not being able to pass with a D really hurt them. (I would
have failed 3 classes my freshman year if that had been the way it was.) Ken Manning sucks.
General comments on tutoring
It might be worthwhile having a Bexley reference library of old tests, etc.
Joost can be a fascist at times. The capitalistic "clientele" idea was sickening.
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I was tutored as an upperclassman. The tutors were extremely helpful.
It's fun! I like helping people.
Why should Bexley continue to have paid tutoring?
Because I like money.
Because if people know that by asking someone for help that other person will get paid, they
won't feel discouraged to seek the help they need.
pay poor upperclassmen
Why not? Do you know how hard it is to go up to one of those live-in tutors and ask a simple
question? Even when you do go up to them, they don't know half the stuff and the just end up
guessing. Have someone professionally paid to be there and have a GOOD clue of what's going
on.
Good idea
Various reasons: 1) offers a way for upperclassmen to make a little money doing something
with what they have learned. 2) Tutoring is fulfilling to upperclassmen in a psychological
way, and this is a good program, but students need incentive to tutor, money provides this
incentive. 3) Upperclassmen talking to freshmen tend to A) make the freshmen feel more
confident about their learning abilities B) Helps the upperclassmen to better learn the subject
matter
Being paid is absurd. I was never paid before, and I tutored just as much. The $ for tutoring
should go into a house fund (NOT treasury-the treasury $ is notoriously inaccessible) accessible
for social events. That way, when you tutor, you dosomething good for the community in many
ways.
The benefits are obvious, and the pay merely helps to reimburse upperclassmen for the time
they have spent.
It provides a necessary service that is convenient to take advantage of because it is in-house.
I wouldn't do it for free.
Benefits many parties
I'd do it for free, but the money is just an added incentive.
5.2.2. ADVISING
5.2.1. Freshmen
Do you feel comfortable with your advisor? (you can check more than one)
totally, we hang out together a lot 5
I don't see my advisor much, but I feel comfortable 10
with them
I wish I could have more time to get to know my 2
advisor
I'm really not comfortable with my advisor 0
my advisor doesn't pay attention to me 0
How frequently were you in contact with your advisor? Please describe the typical encounter.
1-2x/wk, he stops by to check
Once a month in the courtyard
[My adv became] a good friend...we saw each other here and there, we always had buddy-to-
buddy talks about everything: school, guys, [my major], etc.
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I don't see my advisor much on an advisor-advisee terms and feel somewhat comfortable. See on
an advisor-advisee level only during midterm and when he called on me (very very few times -
4 times)
I see adv for meetings and around campus. If we meet around campus we stop and talk and they
make sure I'm OK, etc.
Not very much, I only talked to them 2 times the whole semester and I think this is inadequate.
He has too many advisees. [I think this is reference to the faculty advisor, not the associate
advisor]
He stopped in about every 2 wks to invite me to join in various things.
The typical encounter is running into him at the front desk. I usually saw him 2-3 times a week.
About 3 or 4 times during the term. We meet in the courtyard and talk for a while about my
classes and cosmic truth in general.
First, exchange greetings. He then inquires into my progress in the classes I'm taking, lets me
know that if I need assistance with anything, don't hesitate to call on him...Sometimes I
harass him with...problem sets.
"Hi, how are you doing?" (associate advisor) "Well, I am taking this and that and have
test/quiz then and now..." I said. "See you later...." "later."
Almost daily - comfortable: we're friends. Usually we didn't talk about advising stuff.
On an almost daily basis. We would have a couple beers, watch a video, talk about stuff, and
go out to dinner sometimes.
About once a week. We pass by each other on the street.
Once a week; we'd talk for a few minutes.
Before registration (twice) Once when I [failed a quiz]. A few other times, I talked to them for
a few minutes while they were working at the front desk.
What was the limiting factor in the amount of time you spent with your advisor?
your lack of time 8
your advisor's apparent lack of time 6
your lack of interest in spending time with your 3
advisor
your advisor's apparent lack of interest in spending 5
time with you
other 2
no need
lack of hours in the day
I'm afraid to bother [my advisor] for no important reason.
Was your advisor
the same gender as you? 13
a different gender? 2
from the same racial/ethnic group as you? 8
from a different racial/ethnic/cultural group? 7
Do you think it would help, whenever possible, to give freshmen advisors who are:
(please check 1 or 2)
the same gender 1
from the same racial/ethnic/cultural group as the 3
freshmen (advocated by OME)
it doesn't make a difference 8
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I would have ben offended if this [matching] had 4
been done to me
Do you think your advisor has too many advisees; what would the ideal number be?
1 1
2 8
"2/3" 2
3 3
4 (write in) 1
Please comment on your relationship with your advisor and what you think would improve the
quality of advising and/or your relationship with your advisor
Improve if we get together more often
Wish we could meet more often. We decided this semester to set an hour a week to meet and
talk.
More advisor/advisee get togethers
I feel I have only an acquaintance relationship
Our relationship is good because I know him well enough to ask him questions, but I am not
always around him so he can be objective in his answers.
MANDATORY get togethers.-
My advisor is very friendly to me whenever we talked. But it seems to me they are a very busy
person.
General comments on residence-based advising:
it's nice
I would have liked to have had the advisor I was assigned to over the summer because he was a
professor in my prospective major.
It's better than the traditional system
Frosh should have to find their own advisor. Someone who they can respect in their own eyes.
Then they should ask them to be their advisor. There should be a list of "approved" advisors
distributed to the frosh, of course
I wish my advisor can introduce me to other advisors and their advisees. Maybe dinner
together once in a while.
Why should Bexley continue to have residence based advising for freshmen?
I like it.
Elsewhere, nobody EVER sees their advisors, here, they're close by
With advisors living in the same dorm, there will always be times when the two "bump into"
each other. This way, the advisor can keep in some contact with the freshman.
It is so much better to -have it at home because it reduces the scary feelings of having someone at
an office to talk to. This way things get more comfortable and friendly sooner.
It really helps freshmen to adapt easier because getting it touch with her isn't a hassle and you
get good advice from people who have already experienced the same thing themselves.
Everything is at hand and questions can be answered without too much trouble.
The program overall is in the best interest of the freshmen and it really provides an additional
perspective on the Bexley and MIT environment.
I think it should be an option. It is more convenient for some people and a good way for some
freshmen to feel comfortable within their dorm.
You get closer relationship.
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Convenient; you can see your advisor more than twice a semester.
Why should Bexley not continue to have residence based advising for freshmen?
Let Bexley frosh be mainstream. Bill can't have 20+ advisees and truly get to know any of
them. I found him reading my biography to make small talk with me after a full term passed
in which I lived [here].
5.2.2. Upperclassmen
Do you feel comfortable with your advisees? (you can check more than one)
totally, we hang out together a lot 2
I don't seem my advisees much, but I feel comfortable 2
with them
I wish I could have more time to get to know my 1
advisees
I'm really not very comfortable with my advisees 1
my advisees don't pay attention to me 0
How frequently were you in contact with your advisees? Please describe the typical encounter:
I would see one of them everyday. We became good friends. On the other hand, I hardly spent
any time with the other one.
With 2 of them, almost every day, hanging out, taling about classes or life in general and going
to dinner, etc. with the other, about once or twice a week, talking about random things.
I ask them how they're doing in school whenever I see them.
2 or 3 encounters in my room, went to dinner one event. I was not very agressive about seeing
them. I would ask them to call on me if s.t.'s up whenever I bumped into them.
A few times a week. We bump into each other. Ask how life is, blah, blah.
What was the limiting factor in the amount of time you spent with your advisees?
your lack of time 3
your advisees' apparent lack of time 2
you felt uncomfortable "bothering" your advisees
your advisees' apparent lack of interest in spending 1
time with you
other 4
I didn't try hard enough to keep in touch with them.
They bored me
With 2 of them, there was a mutual respect for what
times were convenient. I mean, we were friends
anyway...
I believe my own disorganization did not allow me to
spend as much time as I would have liked.
No need to meet
Were your advisees:
the same gender as you? 4
a different gender?
some of each? 2
from the same racial/ethnic/cultural grop as you?
from a different racial/ethnic/cultural group? 3
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some of each? 3
Do you think it would help, whenever possible, to give freshmen advisors who are:
(check 1 or 2)
the same gender 1
from the same racial/ethnic/cultural group as the
freshmen (advocated by OME)
it doesn't make a difference 6
I would have ben offended if this [matching] had 3
been done to me
What is the ideal number of advisees?
1 1
2 3
3 1
4 (write in) 1
Do you think that reducing the number of advisees actually would increase the amount of time
you spend with them?
yes
no 3 if I don't enjoy my time with him/her then I
won't want to waste my time with just
polite conversation that I feel I should be
having
because I'm friends with all of them
don't know 2 the limiting factor is commitment and not
the number of advisees (in my case I only
have 2)
It would be MORE personal
Please comment on your relationship with your advisees and what you think would improve
the quality of advsing and/or your relationship with your advisees:
Adv A: We get along very well. We see each other quite frequently. Talk about other things
besides school. Adv B: We get along well, but we only see each other as advisor/advisee. We
don't spend much time together and don't see each other very often
More $ so that we can all do dinners/go out more frequently
Advisors/advisees need to make the time-commitment decision on an individual basis.
Different people need different amounts of contact.
advisory relationship
referral to other advisors is also a good idea
I check up on her. We are very friendly. I don't hound her. It's unnecessary. When she wants to
ask me something, we hang out ant talk for a while. Otherwise, we don't see each other all too
frequently. She knows I'm here if she needs me.
Comments on residence-based advising:
RESIDENCE isn't the question. INVOLVEMENT is what counts.
As long as the program doesn't get too structured it's okay.
good idea
All the best advice is available to the freshmen but they ought to speak to other upperclassmen
besides their advisor. Need to take classes more seriously. From the beginning.
Convenient. Good idea
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Why should Bexley continue to offer residence based advising for freshmen?
Because it's better than getting it outside of Bexley: It is not as easy to keep in touch with your
advisor/advisee.
We are a community of individuals. Too much organization happened this year. We are not a
family. We are not 120+ close friends. People used to live here for those and a few other
reasons. Not anymore. QUESTION: How does anarchy relate to weekly discussion groups?
[Yes,] but don't pressure them to be puppies following the mother dog. Advisors should only be a
minor part of the "first year experience" at MIT.
This place needs a positive community, not the usual negative angst/apathy.
Unsure.
It makes advisors more easily available. However, there should be some flexibility based on
individual preferences.
Because of my experience as a freshman at Bexley was much more pleasurable with an advisor
who lived here.
5.2.3. DISCUSSION GROUPS
5.2.3.1. Freshmen
%of
I attended - of the discussion group meetings: respondents
all (write in) 2 13%
most 9 56%
some 2 13%
very few 2 13%
I found my discussion group: (Please check as many as you like)
interesting intellectually 11 69%
boring 1 6%
useful informationally 6 38%
overly time consuming and not worth the time/effort 2 13%
good place to make friends/meet people 10 63%
made me feel better 12 75%
enabled me to learn 1
about American Culture
other 1
a good place to chill out
I wish my discussion group leader had been:
more
in command of group (at first, but I eventually learned to enjoy in diff way)
available during IAP
less
wishy-washy
just fine if not perfect
wish leader had been able to schedule a different time
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I think the discussion groups would be better if:
they were mixed between upperclssmen and freshmen 6 38%
they were organized around a theme, rather than 1 6%
being random
we could choose who we wanted to be in a discussion 3 19%
group with
they were led by upperclassmen instead of (or in 1 6%
addition to) graduate residents)
General comments on discussion groups -generally for
Don't mix upperclss/frosh, I liked getting to know GRs and I liked it being just frosh.
In my eyes they are fine, had a lot of fun, leader was great!
Time to relax and just enjoy spending time with friends, hot discussions
Although I thoroughly enjoyed my discussion group, most of the freshmen I know did not like
theirs. I think I had a wonderful group while others did not blend quite as well.
It was cool, but I wish that some other people [would] show up more often.
No on "choose who with," I look forward to them
In my opinion, dgroups are perfect just the way they are presently. Nothing that makes the
meetings more formal and classroom-like should be implemented.
However, I do believe that freshmen should make the additional effort to participate...
Shouldn't be mandatory
Would be better if an open environment. Allow freshmen to pick and switch groups. I feel they
are best on an extremely informal level. Almost at a non-organized level.
I just didn't have time.
Interesting; let people visit other discussion groups also
I like it a lot. It's a good place to talk especially in a small discussion group.
General comments on discussion groups -generally against
I just found the whole concept of discussion groups to be rather contrived. I would much prefer to
discuss things with random people instead of being forced to be with one circle of people.
Not enough time to sit and spew with people. I do that enough with my friends
Why should Bexley continue to have discussion groups?
Nice way to relax, get all the frosh to go the first few times to meet people and then let them
leave. If the group has enough that like it, it will survive.
They're a good way to let go of the MIT nerd stuff!
Because they are good for solving and venting your problems, concerns, and thoughts for those
who need it.
It is an offset to the work.
I feel that it was beneficial to have this group of people to have intellectual conversations
with once a week.
It provides a very nice environment to discuss FREELY various things, personal or not.
AGAIN, only for those people who are willing to make the commitment. Also, I think the
groups should be mixed upperclassmen and freshmen, and some should be mixed male and
female also.
They are fun. They help. Just set up the groups, don't assign people. Invite them to attend any
group. Maybe some groups are large and others small, but each person is happy.
Nice deviation from classes
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Great way to meet people and talk.
5.2.3. Upperclassmen
Experience in discussion groups:
I was in an upperclassman discussion group 7
I was not in a discussion group 1
I attended __ of the discussion group meetings
most 6
some
very few 1
I found my discussion group (please check as many as you like)
interesting intellectually 4
boring 2
useful informationally 1
overly time consuming and not worth the time/effort 1
good place to make friends/meet people 2
made me feel better 1
sometimes, but sometimes worse if it made me think about
certain things. However this is necessary & not bad.
enabled me to learn 2
assumptions or judging it's a much better idea to wait
until you know why people do what they do (better not
to judge at all) or how they feel
mostly that people aren't what thesy seem in that
there's a lot going on under the surface - before making
other 1
good place to share and care
Leader would be better if:
more willing to sit back and let us talk
honest
less talkative
obsequious
verbose
I think the discussion groups would be better if: (check as many as you like)
they were mixed between upperclassmen and 4
freshmen
no-2
I could think of reasons to combine them u/f but overall I'd
say no - since there are other ways for them to meet people
and have a disuccusion group it'd be better to keep them
separate since their issues, at least during the first term,
will be very different from upperclassmen. Having access to
talk to upperclassmen is very important but them sharing
their experiences with other freshmen would seem like it'd
be more helpful.
each had a theme, so the discussions could be more
focussed
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I'd rather people discuss how they feel about things that
they feel are important.
we could choose who we wanted to be in a discussion
group with
Questionable: might reduce diversity in the groups.
they were led by upperclassmen instead of (or in 2
addition to) graduate residents and houseparents
Comments
Ours were cool, as is. I wouldn't change a thing...
I think the way each group should be run should depend on what the group members want i.e.
set topic v. random, level of commitment/attendance expected, etc.
Should be held in the space center with jimi hendrix and a keg
Should be less formal and structured, open to anyone
Bill OJ tends to re-write history to conform to his standards. I think I've pointed this out to
him..Anyhow he is a great person to have an intellectual conversation with.
It fizzled out.
I think discussion groups should have been mixed frosh/upperclassmen, because then the frosh
would have gotten a more balanced view of Bexley.
[my group] was excellent, relaxed, friendly, caring
Boring. Time-consuming
Why should Bexley continue to have discussion groups?
I think it should be more informal.
They bring Bexley together.
for whoever wants them
Why should Bexley not continue to have discussion groups?
Bexley is losing its charm as a place where people can hang out anywhere and talk about
anything. Why is this happening? Maybe because of the discussion groups.
I think that the aims of discussion groups are better accomplished on an informal basis, as they
have traditionally.
Time consuming. Formulate own groups. I don't know - my group was great but the others don't
sound as successful. How abbout discussion coffee breaks in different people's rooms?
5.3. The Program
I also asked the following very flat questions on both the freshmen and upperclassmen surveys
with multiple choice "Yes" or "No" as the possible answers:
Written Surveys
Do you think the program should be continued for next year's freshmen?
Do you think Bexley should continue to have paid tutoring?
Do you think Bexley should continue to have residence-based advising for freshmen?
Do you think Bexley should continue to have discussion groups?
These questions were spread out through the survey, at the end of the appropriate sections on
the program, tutoring, advising, and discussion groups. Each of these questions was followed by
"Why?" and a lot of space to write. The qualitative responses to the "why?"s are reproduced
in full below after the quantitative analysis.
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The two following charts show and compare freshman and upperclassmen response.
Freshren surveyed on continuation of the program and program components
continue program?
continue paid tutoring?
continue residence-based
advising?
continue discusaon groups?
ZIZno-2
yes -14
Ino 1
yes -13
yes-13
no - I
2 4 6 8 10 12
Number of students (possible16 respondents out of population of 25)
Upperclassrnen surveyed on continuation of the program and program components
continue program?
continue paid tutoring?
continue residence-based
advising?
continue discussion groups?
yes -12
yes-15
1no- 1
yes -7
no -2
ne-5
no-5
* I I I I - I I
0 2 4 6 8 10 12 14
Number of students (possible 18 respondents out of sample of 35)
6 1
16 18
yes -13
14 16
no-2
I
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5.3.1. FRESHMEN QUANTITATIVE
The meaning of the quantitative response is further analyzed in the tables below:
% of % of dient % of %ofclient
yes respondents population no respondents population (5
(16) (25 frosh) (16) frosh)
continue program? 13 81% 52% 2 13% 8%
continue paid tutoring? 14 88% 56% 1 6% 4%
continue residence-based 13 81% 52% 2 13% 8%
advising?
continue discussion groups? 13 81% 52% 1 6% 4%
Two other questions provided meaningful quantitative data:
Where do you think the program affected you in a positive way?
Next year, would you want to be: (check as many as you like)
% of respondents % of client population (25
(16/possible 25) freshmen)
academic work 9 56% 36%
academic confidence 10 63% 40%
social life 6 38% 24%
social confidence 2 13% 8%
adjustment to MIT 8 50% 32%
assistance w/ MIT bureaucracy 5 31% 20%
other 1
makes things easier in general and also more pleasant
% of respondents % of client population (25
(16/possible 25) freshmen)
a tutor 6 38% 24%
an advisor 9 56% 36%
a coordinator 4 25% 16%
a discussion group leader 1 6% 4%
a participant in an upperclassman discussion 6 38% 24%
group I I _I
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5.3.2. UPPERCLASSMEN QUANTITATIVE
The upperclassmen quantitative questions were pretty much the same:
% of 18 respondents yes % of respondents no % of respondents
answering
continue program? 66% 12 67% 5 28%
continue paid tutoring? 89% 15 83% 1 6%
continue residence-based 50% 7 39% 2 11%
advising?
continue discussion 56% 5 28%- 5 28%
groups?
Next year, would you want to be: (check as many as you like)
# of respondents % of respondents
(out of 18)
a tutor 8 44%
an advisor 3 17%
a coordinator 1 5%
a discussion group leader 0 0%
a participant in an upperclassman discussion 3 17%
group
5.3.3. FRESHMEN QUALITATIVE
There were several questions which allowed for qualitative responses about the program. The
responses to these are reproduced in full below.
In your opinion, what are the most valuable things about the Bexley Coordinated Freshman
Program?
tutors close by and willing to help even late at night, dgroups, like adv to come by and check,
study breaks
the discussion group and the fact that there are upperclassmen that do care about you and your
standings at MIT
that I don't feel all alone out there in this real world!
It made me feel as if I were not just another number.
study sessions
I feel that the advisors living in Bexley makes it convenient, and the tutoring was a big help in
adjusting to the academic demands of MIT.
tutoring, discussion groups
physics helping session (Caiti and Tim's), preparations for tests
Discussion groups and tutoring sessions are crucial aspects of the Freshman Program.
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It facilitates one's assimilation into the Bexley community.
It can make freshmen who feel isolated by being away from home feel accepted.
It shows the free attitude at Bexley and the dangers of central control, at any level, to this free
environment.
One of the things is that your advisor and your associate advisor is so close to you.
Even though I don't know many freshmen but most of them I met are all through the program.
Please describe a good thing/typical good thing that happened to you in the program:
being lost on pset and having tutor make it all clear
I got to meet [upperclassman] who is sweet and warm.
I would receive tutoring from Bexley tutors and then do well on tests, problem sets, etc.
[specific people] help w/ psets and just gen talk and also good friends to hang out with
upperclassman advisor was a really good idea and helped in allowing me to feel more
comfortable here at MIT sooner than I feel I would have normally.
finally understood triple integrals, discovered lot sof hidden American facts through dgrps
help sessions
received some very helpful advice from dgroup leader among others.
My discussion group was a good place to get away from schoolwork, relax, and talk about things
which interested me. [My] group which "clicked" pretty well.
discussion groups
I'm glad I know my discussion group leader. I don't think I would dare to talk to them if they
were just another Bexley resident.
Did you experience any problems with the program? (Please describe)
nah,none,no,none in particular
none, I really like the idea!
Not really, except time-wise etc. the weekly dinners w/ advisors doesn't seem necessary
I'm tired of being babysat.
It sometimes separates the freshmen too much from the rest of Bexley. I would like to be
thought of as a person before a freshman.
Not especially.
Some of the tutors didn't really know the subject that they were tutoring well enough.
Why should the program be continued for next year's freshmen?
it helped me out...dgroup got me to meet two friends
it gives us help at our doorstep
it really helped me feel comfy and definitely like one of the bunch! It was just good to know
that there are "normal" people here at MIT.
It does help freshmen in many ways...
Because it helps people adapt easier, due to the fact that your advisors live with you.
Although I sometimes feel that it is a bit overbearing, the program (especially the tutoring)
has helped me a lot.
I don't find in-house advising an advantage nor did I enjoy a required discussion group.
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it's nice
For an int'l student, making the transition to the MIT community was quite a challenge.
Dgroup, in particular, allowed me to meet friends and gain more
insight into the pace of life at MIT from my discussion group leader.
It's a great way of introducing freshmen into Bexley, not only as a place to reside.
You get a closer relationship [with] your advisors.
It helps freshmen adjust to MIT
I think this program is very helpful to the freshmen in many different ways.
It involves too much forced interaction. The college experience should stress independence and
allow people to find their own place.
What should be changed next year?
choose dgrp by leader rather than time
get to see one's aa more regularly!
Drop everything but study sessions. Quit mothering freshmen; they're college students too.
more contact with tutors, make sure they know the tutoring
More interactions btween discussion groups would allow for additinal freshman-freshman
meetings and the establishment of more meaningful friendships.
more get-togethers
Make it clear that the program is designed for those who NEED it, and if a freshman doesn't
need it, don't push it.
It shouldn't be so centralized and controlled. The freshmen should take the initiative and
make a program that fits them.
More emphasis on academics; let the freshmen worry about their own damn social lives!
I'm sorry. I can't think of any.
General comments about the program
more tutoring sessions
The program concentrates too much on molding the social aspects of life. The program should
stress academics, so freshmen can worry about their own social lives. By relieving academic
pressures students will be able to explore other aspects of MIT, Bexley, and themselves. We
should stress individuality and the individual's struggle to find inner peace, not trying to solve
all of their personal problems and making them well adjusted citizens. The best we can do is be
there with a listening ear, open mind, and caring heart when somebody needs to talk; we cannot
monitor, evaluate, and judge each person's needs and deliver it to them in a program. Each
individual can best judge their own needs.
Too structured; loosen up and be more CASUAL! lose the bureaucratic structure
5.3.4. UPPERCLASSMAN QUALITATIVE
Again, several general questions, with all comments reproduced:
In your opinion, what is the most important thing about the Bexley Coordinated Freshman
Program?
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Easier for frosh to feel "accepted" or "a part" of Bexley. Whether these beliefs are valid or not
remains to be seen.
I could imagine that this place (Bexley) could be intimidating socially to some freshmen - the
academic help is a really good idea and should be kept
but I think the meeting people part is even more crucial.
The opportunity to build a friendly relationship and not just one based on academics.
Upperclasspeople get money for tutoring.
Provide entering students a comfortable place to seek help from the many harsh realities of
MIT.
It gets people involved in a dorm which is inherently, structurally isolating; it makes
freshpeople feel involved and lets them learn adaptation skills.
(+) I wish someone had told me as much useful information when I was a freshman. (-) many
freshpeople feel mildly harassed/uncomfortable with people forcing discussion groups, etc.
At least the freshmen get dedicated advisors who have the best interests of the freshmen at
heart.
Integrate freshmen to rest of the dorm.
tutoring
someone to go to an any time
It offers a structured form of academic support for them.
tutoring, support
Please describe a good thing/typical good thing that happened to you in the program:
Frosh got cocky way too quickly. Had to come up with a much larger amount of insults to put
them in their place. Kids these days. Sheesh.
The discussion group was/is a great way to meet people who otherwise you may never have
thought to talk to (for whatever reason) and to realize
that to a certain extent we all have to deal with the same things at MIT.
Good: I got money to tutor. Bad: I had to associate with some people that I'd rather not have
to see.
Good: I made some friends with some freshmen. Bad: After tutoring a freshman, they thanked
me profusely. 2 days later I hear them badmouthing the tutoring program. Don't bit the hand
that feeds you!
Good: when asked, I could give useful and instructive advice on what courses to do, and when to
do them. Bad: I ended up hearing complaints from individualistic frosh who would rather not
be in a coordinated program - some people were upset.
I noticed there was a lot of personal infighting among certain advisors, which placed me in an
awkward social position.
Good: Hearing one [freshperson] say: "Oh-that's how you do it!" and walk away with a full
understanding of the material. Bad: 12:00 am some kid comes to my door, hasn't even LOOKED
at the set, and expected me to do it for him.
Did you experience any problems with the program? (Please describe)
lots of freshmen the night before problem sets were due
Nope
None
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(1) Freshpeople depend on the tutoring system too much/they don't try to go to the grad
residents for help...like the rest of us did. (2) I thought that the tutoring/advising/groups
should have been more separate. (3) I just didn't like the Bexley freshman class. (4) We seemed
to forget that a lot of people had gotten along pretty well with real care and concern in a
community rather than what at times seemed like just checking up on you falsified care and
conomr
A system which is overly inclusive includes those who do better/feel better about solving their
own problems, etc.
I noticed that sometimes the freshmen were monitored a little too closely - which, I fear, has a
stifling effect.
Not enough people needed help with my subject...!
Why should the program be continued for next year's freshmen?
YES for tutoring and discussion groups, NO for in-house advising
Everybody benefits from it.
I think it has a lot to offer to those who decide to participate but at the same time no one is
being forced to do anything they don't want to (unlike a mandatory meal plan or something!)
Freshmen will get an advisor outside of Bexley even if the program does not continue. It would
be better for them (I think) to have an advisor-and support-within Bexley than obtaining it
outside.
Actually, I wish that I hadn't become involved in the whole thing. I was against most of the
organization behind its inception, but I went in on it to get some more experience tutoring and I
thought it might be neat to meet some more techno-geeks. I found that I enjoyed TUTORING,
not the 1 hour a week I got to spend practically doing the problem sets for them. I know that
this was partially my fault. Somehow when you help out people that you really know and
like they respect you enough to have tried the problem before hand or have at least attempted
the reading before they show up at your door. QUESTIONS: Did the people that really
needed the extra help GET to the tutors? Did more/less/same froshpeople put themselves in
academic traps this term? We all agree that everyone here needs to be able to speak the
languages of Calculus, Physics, and Chemistry with confidence - was this accomplished? I
found that I hung out with the freshpeople that I wanted to be with, and left the rest of them
quite to themselves after dealing with them in any ugly-official manner. The few frosh I did
become friendly with, I advised in the same manner I used before the whole program started.
Who to go see....what classes to take...what stereo system to purchase, etc. I saw them more
than my advisees. I just didn't like a lot of freshmen this year They were about as opposite to
hip as a toenail. The idea of an organized discussion group here makes me queasy. Why not
hang out at desk and collect general opinions on anything like everybody else?! Believe it or
not the topics addressed there (or in various other spots -> secret places -> around BEX) cover
almost anything, and we drink too (we don't force anything, either.)
Why not? If you have honestly helped ONE person from making a mistake or have made them
feel a little more comfortable here, then I would say that the program has succeeded.
It segregates the freshman from the rest of the house, and restricts them from freely asking for
help from upperclassmen friends they would otherwise make. Instead, they should be told
that they are free to ask anyone they want for help if they need it.
Because [my freshman roommate] needs the discipline as a softmore as well.
The program was great for those who needed it...it provided a constructive environment for
interested participants.
Written Surveys
A lot of the freshmen complained to me that they felt they were being treated like children,
that the advisors were being personally invasive, or that they (the freshmen) were being held
back from doing what they wanted.I think that while maybe associate advisors should live
here, and the tutoring is a good idea. But things shouldn't be so structured, becasue Bexley has
always been informal. The informality should be preserved, and freshman "education" should
be done on a very informal level.
very beneficial to frosh
One year isn't long enough to test a program like this. It needs another year or two.
YES: tutoring, NO: mandatory weekly meetings WHY? fascist. excessive
General comments about the program
It was worth a shot. Still is.
I like to teach science to people.
Bexley is at least partially about having one's own SPACE in which to explore and develop.
There is a delicate balance between interfering positively and negatively in that space.
The efforts are great, but this is not a fraternity/sorority. I don't think it's necessary to treat
freshmen like little brothers and sisters. By being in a dorm, they may want to be left alone to
an extent, and not be taken everywhere by the hand. However, I think the discussion groups
are great, and freshmen should be encouraged to attend. They are interesting, and a valuable
learning experience.
Good, but it should be more available to upperclassmen too.
5.4. A few points of Analysis
Interesting that freshmen both say that they would like to see their advisor more and that the
program should be more laid back and they don't want to be bothered so much and the contact is
insincere. I think this supports the possibility that the rejection of "close holding" [attentive
contact] is a developmental formality in addition to which the freshmen actually like their
associate advisors and enjoy spending time with them, or enjoy having upperclassmen pay
attention to them, or whatever.
Some people are opposed to the program but for tutoring, advising, and discussion groups. They
speak of the various components of the program as beneficial but criticize "the program" for
being bureaucratic and overly organized. In fact, the program has absolutely minimal
organization and hierarchy. It is unclear from the comments exactly what bothers these
people.
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6. TELEPHONE SURVEY
I did a quick telephone survey in an attempt to reach the upperclassmen who did not fill out the
written survey, in order to guage how the less vocal, involved members of the community feel
about having such a program. I call these people the "silent majority." They do not
participate. This is considered an abdication of rights according to house culture. I had a
hunch that at least some of these folks do not participate because they don't feel that they
have a right to, that it really seems to be somebody else's place. I thought they might be
intimidated by the dominant culture, or felt that they had no place speaking up about things. I
wondered what they thought about extending some care to the freshmen.
I called throught the list three times, at three different times of day, eventually reaching
thirty-seven of the possible fifty-four "silent majority upperclassmen." I'll repeat the numbers
breakdown again here, for clarity:
A - 253
Who was surveyed?
Out of total residents: 115
Freshmen: all got written surveys 25
Upperclassmen residents: 91
Upperclassmen written surveys 35
Upperclassmen telephone surveys 54
Who responded?
Freshmen written surveys 16/25
Upperclassmen written surveys 18/35
Upperclassmen telephone surveys 37/54
Telephone Survey
6.1. Script of telephone survey with answers
Do you know about the Bexley Coordinated Freshman Program?
Well the idea is that if upperclassmen are willing to be tutors and advisors and if graduate
residents are willing to lead weekly discussion groups, then the freshmen will feel more a part
of the community, and feel that people care about them. The long-term goal is that there will
be more of a sense of community for all residents. The tutoring and stuff is just a way to help
people get to know each other in another way besides hanging out at the desk and at parties.
Do you think it is a good idea to offer tutoring, advising, and discussion groups for the freshmen
within the dorm?
# of respondents % of respondents
out of 37
yes 33 89%
no 0 0%
qualified yes 4 11%
Comments on "yes"
if optional
great idea
good, because freshman can feel pretty lost, freshmen need help, recycling is organized, if it's a
good thing, do it
definitely
comments - qualified yes
tutoring, advising is handy
advising and tutoring ok, don't know about disc grps haven't been to one
shouldn't be required but generally if people want the option it's a very positive thing
don't think it's really necessary because it took place anyway, even though I'm not a tutor
people come ask anyway - availability depends on your suite and the attitude of the
upperclassmen who set the standard for the dorm
Do you feel part of the Bexley Community?
I # of respondents % of respondents
yes 21 56%
Telephone Survey
Iso 11 29%
Solt of 5 5%
What makes you feel part of the community?
people to go talk to even though I'm in a sorority, even X speaks to me
cause I know a lot of people, but there are a lot I don't know
a wierd thing, a bunch of diff people here, have some friends, feel comfortable, hard to put my
finger on it.
don't know
Bexley finals dinners
working desk, meeting people around
haven't participated much
have met people on my own
don't know, just seeing people, pretty easy
just from bumping into people, brunches good even though I don't go
know important people
knowing people, knowing how they respond to what I might do, the attitude of Bexley, got to
know people through classes and studying together, hanging around
what there is of it, I know a few people, doesn't really seem like there is one
working desk
things that help -working desk and playing frisbee
having a certain number of friends, just met them since I got here
my friends are here, just by living here, proximity
the people are really nice, my suitemate helps me get to know people
I don't feel like I'm not a part of it, I know people
my own initiative
worked desk
most people are at least aware of who I am, I've talked to most people at least once
I know a lot of people here now, I know them mostly from stuff outside of the dorm, but I just
moved in
I guess just from hanging out, talking with people
there could be more, but other interest groups appeal to me more, I think it's a good idea
feel comfortable hanging around at desk
What do you think makes it so that you don't feel part of it?
because I don't hang out here enough
this is the beauty of the community, I know basically everyone and say hi but don't feel
obligated to take part, other places you get blackballed for not going to a floor party
don't really want to, like Bex because it's private
don't do stuff around here
always busy, so not around here much
what bexley community? don't want to have to be social
Telephone Survey
because of me, I moved in late, hard to get to know people, I'm in my niche and too lazy or busy
to seek out other people
I don't like the parties (I don't know why)
my own initiative
I was never here
I just don't feel part of Bexley, I live here and I know some people that are part of it, but most of
my social life is outside, I'd like to be part of it, the people who are are cool I just don't know
them well, it's inaccessible because I don't feel part of the group yet
I have friends, not uncomfortable but not part of it, don't know why
It's very independent here, this is why the program is important, it's hard to feel incuded, I
feel excluded out of the whole dorm
I don't even live in a suite, so I just live here, I don't see people, I guess everyone's doing their
own thing, I'm not trying to stay apart, it just happens
